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The Experiences of U.S. Faculty Adapting to Cultural Differences When Teaching in China 
Peter Wai Chan 
This qualitative modified case study was constructed to investigate U.S. faculty  
members’ perceptions of cultural differences in the Chinese classroom and how they learn to 
cope with and adapt to these differences in their teaching practice. The study is based on the 
following assumptions: (1) U.S. visiting faculty members will not easily share their insights and 
their personal experiences of teaching in China. (2) Some U.S. faculty might not care to change 
their teaching methods because of the short-term overseas teaching assignments. (3) U.S. faculty 
members are willing to embrace different cultures. 
           The study site is at a U.S. fashion college. The primary data sources were collected from 
an in-depth interview with 22 U.S. faculty members who teach in China and the Philosophical of 
Adult Education Inventory. 
 This modified case study seeks to understand how U.S. instructors who teach in China on 
a short-term basis, learn to adapt to an entirely different culture as they confront it in their 
classrooms. The major findings of this study suggest that the participants were aware of the 
cultural differences between Chinese classrooms and American classrooms. The participants also 
encountered substantial cultural-based obstacles in China, which they overcame through the use 
of new teaching styles. Moreover, the findings identified two dissimilar perspectives: (1) 
Maintainers, those who do not change or adjust much in their teaching style, (2) Enthusiasts, 
those who make adjustments to their teaching style in order to accommodate the Chinese 




The overarching recommendation from this study suggests that both the U.S. Apparel 
University and the China Yifang program administrators are advised to implement an action 
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CHAPTER 1: INTRODUCTION 
This first chapter introduces the components of the proposed study on the experiences of 
visiting U.S. instructors who teach on short-term assignments in Chinese universities. The 
Chinese learning culture will be introduced at the beginning of the discussion, in which 
contextual issues of the learning process will be presented and then compared to Western 
learning styles. The challenges the U.S. instructors encounter during their overseas teaching 
assignments will also be discussed. The problem statement, research purpose, research questions, 
research design overview, anticipated outcomes, assumptions of the study, rationale, 
significance, researcher's context, and the key terminology are laid out accordingly.  
Background 
Chinese Learning Culture 
The Chinese educational philosophy and learning approaches at all levels of education 
have been profoundly influenced by the principles of the Chinese philosopher, statesman, and 
teacher, Confucius (Kongzi) c. 551 – c. 479 BC (Bush & Qiang, 2000). During this period of 
ideological crisis within China, Confucius established a philosophy that detailed a system of 
correct social and ethical order. This "Confucius" system included a hierarchy of relationships 
that provides a foundation for social and institutional values that continues in China today.  
Within the education literature, much has been written about the Confucian tradition that 
encourages the Chinese to respect hierarchical relationships, their elders, and persons in authority 
within society (Bush & Qiang, 2000).  
Key Confucian principles have led to differences in the assumptions about learning and 
teaching in China compared to the U.S. These underlying principles of Confucianism form the 
premise of Chinese education and have endured throughout the centuries. They are evident in the 
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classroom and have implications for the approaches and expectations of both teachers and 
students within the Chinese classroom today.                                                             
Fundamental Assumptions of Chinese Learning and Teaching 
The fundamental learning assumptions that tend to influence teaching approaches in 
China and the U.S. have cultural origins that are very different (Bista & Foster, 2016).  A 
primary Chinese learning assumption is that students learn best when they aspire to and precisely 
imitate the "master," their teacher. This has origins in Confucianism. 
Most students in Asia are taught under the “banking model of education,” a term used by 
Freire (2000) to critique the traditional system of education. The banking system is a process 
where the teacher deposits content/knowledge to passive students. It should be noted that for 
instrumental subjects, like the development of rote skills, the banking method is appropriate.  
However, for the development of higher-order skills, such as critical thinking and problem 
solving, the banking system is not appropriate. It appears that many instructors in Asian 
countries do not make a distinction between the teaching of rote/basic skills and the development 
of higher-order skills. Thus, the classroom becomes teacher-centered and not student-centered.  
As a result, in both instances, students are passive learners. 
Furthermore, Freire (2000) describes this anti-dialogical action as consisting of 
manipulations and cultural invasion primarily because it does not allow students to challenge 
assumptions. Instead, Fenwick (2000) suggests that developmental education should be based on 
a constructivist approach, which focuses on “reflection on experience.” In other words, learners 




Why Are the Assumptions About Chinese Learning and Teaching a Problem for 
U.S. Teachers in China Who Teach at the University Level? 
Chinese students are traditionally taught to regard teachers as "all-knowing" and learn to 
accept the knowledge transmitted by teachers (Cortazzi & Jin, 2001). The traditional Chinese 
learning method is in contrast to the Western learning culture, which stresses equalitarianism, 
individual development, and independent and critical thinking. More recently, however, some 
educators and researchers have begun to suggest that the traditional classroom behavior of 
Chinese students may be more complicated than what some Western observers have described.  
Still, the typical active learning approaches employed by U.S. educators may mystify and even 
confuse some typical Chinese students. Bista and Foster (2016) point to issues that may arise 
when instructors from the U.S. teach in China, as they bring with them an expectation that 
Chinese students will actively engage in the intended learning. Consequently, this study seeks to 
explore the experiences of visiting U.S. instructors who teach on short-term assignments in 
Chinese universities and how they learn to deal with the culture-based differences they encounter 
in the classroom.  
Western Adult Learning 
Drawing on their life experiences is one of the primary ways adults learn. Furthermore, 
continuously reflecting upon prior experience could lead learners to have a deeper understanding 
of what they learn (Andersen, Boud, & Cohen, 2000). Mezirow (2000) asserts that it is essential 
for adult learning to accentuate contextual comprehension and critical reflection on assumptions. 
Learners need to validate meaning by evaluating rationales. A reflective discussion is beneficial 
for learning, as well as understanding and assessing the rationalization of beliefs.  
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Autonomous thinking is a learning process that originated in the West. It is the process of 
arriving at and formulating our own interpretations rather than relying on the beliefs, feelings, 
and judgments of others. This process can result in the creation of new ways of thinking about a 
given situation and can generate new ideas. As such, autonomous thinking can be understood as 
a competency acquired through transformative learning. This process consists of developmental 
levels of self-authoring. Thus, the learning process is one of critical self-reflection (Mezirow, 
2000). Freire’s “banking system” and its anti-dialogical approach are entirely different learning 
systems than Mezirow’s (2000) implementation of the autonomy concept, which suggests 
learners need to be encouraged to think autonomously. 
In the U.S., a primary learning assumption is that students learn best when they discover 
independently through exploring. This has roots in the philosophy of John Dewey's pragmatism 
where learning is active; the learner is an explorer, maker, creator. According to Dewey (2016), 
"the inclination to learn from life itself…and to make the conditions of life such that all will learn 
in the process of living is the finest product of schooling" (p. 210). 
The Four Primary Philosophical Schools Underlying Learning and Teaching in the 
West 
The four primary philosophical schools, or four differing perspectives are: Behaviorist, 
Progressive, Humanist, and Radical/Social Activist (Zinn, 1990). The following is a brief 
description of each of these philosophical perspectives.  
From the Behaviorists’ perspective, learning is instructor-based, where a teacher as the 
expert teaches learners job-related basic skills through rote processes of repetition. The 
behaviorists were influenced by the early contributions of Watson (1930) and Skinner (1938).   
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One of the very well-known examples of the Behaviorist approach is the Tyler Program 
Planning Model. Tyler’s (1949) model has dominated in the adult and continuing education field 
for decades. Different organizations utilize the Tyler Program Planning Model, for instance, 
workplace organizations, government agencies, and nonprofit organizations, from universities 
and colleges to hospitals. These institutions usually focus on the “instrumental learning” of 
workers in a formal training program. The benefits of Tyler’s behavioral model provide high 
efficiency in a training program. For instance, there is no space or time spent on discussion, and 
the training program can be measured easily, therefore less time will be consumed. All the 
participants of Tyler’s model have the same learning style because the program is a linear and 
sequential process. Since the learners are passive during the training program, there will not be 
any subjective value judgment of the material participants learn. (Volpe, Oct. 2013) 
On the other hand, there are some ambiguities of the “measures” of Tyler’s program’s 
effectiveness. For instance, the participants of Tyler’s training program completed the training; 
however, the program developers cannot be sure that the participants actually know how to apply 
the materials they learn on different occasions and situations other than in the classrooms. 
 To summarize, in the Behavioral model, the focus is on the participants’ behavior 
change. The training is action-oriented for the participants (trainees) without any of the 
participants’ reflections. It is because the program is focused on instrumental learning. Lastly, it 
indicated workers need to be instructed or trained on what and how to implement the process. 
The Learning Curve model based on the Behavioral model suggests that the workers will achieve 
high productivity when they do the same process repeatedly until the workers reach their output 
limitation. In other words, Tyler’s model is focused on the organization’s goals and objectives 
and not on the learners’ perspectives (Tyler, 1949). 
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In contrast, the Progressive perspective intends to provide learners with relevant problem-
solving skills that relate to their lives. It is designed to foster creativity and stability, 
individuality, and social consciousness to create good citizenship and a democratic society. Here, 
the teacher is a guide who facilitates the learning but follows the student’s lead.  
One of the Progressive approaches, Boone’s conceptual model, is a process consisting of 
interaction and dynamic components. Boone’s model is a non-sequential learning model, 
providing the program planners opportunities to address several components concurrently. The 
planners are also able to re-arrange the components to match the requirements of a particular 
situation (Boone, Safrit & Jones, 2002).  
Additionally, Boone’s model is designed to generate the individuals’ behavior that is 
required to achieve the organization’s goals and purposes. Contrary to Tyler’s model, Boone 
pays attention to learner’s needs. This is because Boone believes that the organization achieves 
its goal and purpose when the learner’s needs are also met. It is based on the individual and the 
groups’ needs as a means to assist the organization.  
The goal of Boone’s model is to create changes in the individual learner’s behavior. The 
assumptions of Boone’s model can be described in the following four statements: First, the 
program development takes place within an organizational context. Second, programming is a 
decision-making process that requires collaboration. Third, the organization’s mission and goals 
are clearly formulated. Fourth, the learners’ behaviors can be changed, and the change agent of 
the model is the adult educator. 
Furthermore, there are three interconnected key concepts of Boone’s model. They are 
planning, design and implementation, and evaluation and accountability.  
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The planning of Boone’s program, including the program developer, should refer to the 
organization and its renewal process. In other words, the program developer should implement 
the analysis of the organization’s philosophy, mission, objectives, structure, goals systems, and 
modes of operation. Moreover, the program developer is required to scan and interpret the 
organization’s external environment. For instance, the environment includes sociocultural, 
economic, political, and technological influences. Knowing the environment creates a better 
linkage between the organization and the people it serves. 
The design and implementation concept includes the following steps: Determine needs 
and identify target audiences of the program, develop program objectives, and set the program 
priorities. For the selection and development, the program developer needs to create the program 
content and identify the delivery methods and resource material for the participants. The program 
developer needs to lay out the timeline for the implementation and evaluation of the program 
before eventually knowing how to conduct the program.  
The last process of Boone’s model is the evaluation and accountability of the program.  
The program developer must report the learning outcomes to all the stakeholders of the program, 
such as clients and parent organizations. The program developer should reflect on the evaluation 
findings for future program revision. (Volpe, Oct. 2013) 
On the other hand, the Humanist approach focuses on enhancing the personal growth and 
development of the individual. It allows the learner to be involved in knowledge construction 
and “meaning-making,” intending to cultivate the self. Here the teacher is the facilitator 
supporting the individual in realizing his or her potential while the learner is motivated and 




Caffarella’s (2002) model is one of the Humanist approaches, and her model is very 
distinct from Tyler’s (Behaviorist) and Boone’s (Progressive) Model. Caffarella’s model is 
intended to help people grow and develop while in the context of achieving the organization’s 
mission. The model is very flexible and interactive for program development. By comparing it to 
Tyler and Boone’s models, Caffarella’s model is an open system because it takes into account 
the external factors' impact. On the other hand, both Tyler and Boone’s models are closed 
systems. Hence, Tyler and Boone’s programs are well-defined, sequential, and predictable, but 
limited as they do not help the participants to grow and think autonomously (Volpe, Oct. 2013). 
Lastly, the Radical/Critical Theory perspective aims to use education as a means of 
bringing about fundamental social, cultural, political, and economic change (Zinn, 1990). The 
purpose of education is to raise awareness of social justice issues and to empower the individual 
to fight for change. Here, the learner is a voluntary participant in the process, and as such, 
learners and teachers are equal. Among the essential contributors to this philosophy are Freire 
(1978) and Illich (1990). 
Freire’s Pedagogy of the Oppressed (Freire, 2000) was one of the most influential Critical 
Theory books in modern history. His rejection of the “Banking” Concept of education is often 
used as a vehicle for oppression. For instance, the traditional teacher-student relationship is an 
expert teacher who teaches passive learning students. Freire compares the “banking” educational 
approach to oppression. He believed that this system does not facilitate effective learning 
because students take an oppressed posture, and the student does not critically consider and 
reflect on reality. Additionally, the banking system does not promote problem-solving, creativity, 
nor interpersonal conflict resolution strategies. (Volpe, Oct. 2013)  
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In summary, the differences between the Chinese learning culture and the Western 
learning culture are stark, and the results vary immensely. The Chinese Learning culture is under 
the tremendous influence of Confucius' teaching and learning philosophy. By applying Freire’s 
terminology and interpretation, the Chinese learning culture is the “banking” system or 
Behaviorist system, which means that the students are passive learners.  
On the contrary, Western learning culture and the evolution of the Western education 
system demonstrate that the Progressive and the Humanist approaches will foster a flexible 
teaching and learning environment. 
Research Problem Statement 
Based on Confucian philosophy, Asian students are steeped in a culture of conformity 
and as a result, they tend not to challenge authority. The researcher, an educator who has taught 
in China, has observed this tendency carry over into the classroom where students do not 
challenge assumptions made by their instructors. As a result, Chinese students are generally 
more passive and reflective of what Freire calls the “banking system” of teaching and 
learning. On the other hand, Western instructors expect students to be autonomous learners who 
engage with them in the content being covered. This dichotomy represents two distinct cultural 
philosophies and approaches to teaching and learning. Research was conducted to better 
understand the confluence of these two philosophies when U.S. instructors go to teach on short-
term assignments in Chinese universities.  
The Purpose 
The purpose of this research was to explore with 22 U.S. faculty members their 
perceptions of cultural differences in the Chinese classroom and how they learn to cope and 




1. What are the cultural differences U.S. faculty encounter when teaching in China?  
2. What cultural-based obstacles do participants describe they face while teaching in 
China?  
3. What are the ways that the participants learned to overcome these obstacles? 
Research Design Overview 
 This research employs a qualitative, exploratory case study approach. The site for the 
study is a Chinese university called under the pseudonym, China Yifang University. The 
researcher used a purposive sampling strategy to select 22 participants from a list provided by 
the headquarter university located in the U.S. These participants are faculty members who have 
taught, more than once, at one Chinese university on a short-term assignment. Semi-structured 
interviews were conducted and ran for approximately 60 minutes to allow for participants to 
describe their experiences teaching at Yifang University. To achieve triangulation, the 
interviews, which are the primary method of data collection, were augmented by secondary 
interviews comprised of Chinese co-teachers from the Chinese university. Lastly, the researcher 
sent the Philosophy of Adult Education Inventory to the interview participant before the 
interviews for the final part of the triangulation. 
Outcomes 
 This study seeks to understand how U.S. Instructors who teach in China on a short-term 
basis learn to adapt to an entirely different culture as they confront it in their classrooms.  It is 
envisaged that this research will develop a baseline of information that helps to inform future 
U.S. instructors on what to anticipate when teaching in China, and how they may adjust their 
teaching styles to best reach their Chinese students. Additionally, the development of such a 
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baseline creates a substantial work of research that adds to the existing literature and will aid 
those who sponsor or support teaching abroad programs to arrive at a better understanding of 
cultural differences. 
Assumptions 
At the beginning of this study, the researcher held the following assumptions: 
1. Participants will not easily share their insights with a visiting professor.  
2. Participants might feel uncomfortable sharing their personal experiences. 
3. Some of the participants might not care to change their teaching methods because of the 
short-term overseas teaching assignments.  
4. Participants are willing to embrace different cultures. 
Rationale and Significance 
The primary rationale for this study rests on the increasing demand for American 
instructors to travel overseas to teach for short-term assignments. Given this increased demand, 
there is a need to foster cross-cultural understanding between the East and the West so that we 
can educate students to meet the demands of an increasingly globalized world. To accomplish 
this goal, it is imperative to have fully prepared teachers to teach overseas, enabling them to 
reach all students in their classrooms. 
This study has the chance to benefit future U.S. educators who seek to teach in China or 
other countries by recognizing the challenges they may confront. It is hoped that the findings 
from this study may help the researcher to identify and share the learning outcomes which are 
impacted by the U.S instructors’ different teaching styles.  
Furthermore, this study has numerous applications that go beyond the constraints of the 
Chinese classroom. Both visiting instructors in China and faculty who remain in the U.S. may 
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benefit from this study. Roughly 80% of students at Columbia University’s School of 
Professional Studies are from Asia (personal communication, February 29, 2020). The 
challenges of teaching a larger number of international students are relatively different from 
those teaching traditional U.S. students. The pros and cons of the various teaching styles used by 
U.S. educators in China are analyzed in the study, potentially serving as a guide to faculty in 
American classrooms with large foreign (particularly Asian) student bodies.  
The Researcher 
 The unique background of the researcher—which includes immigration from Hong 
Kong, a former British Colony, educational experiences on three different continents, global 
professional and lifelong experiences, and aspirations—generates an uncommon lens and 
perspective on the researcher's study. 
The researcher has earned two Bachelor's degrees and an MBA and MS from the 
University of Illinois at Urbana-Champaign. Additionally, he earned a Master of Professional 
Studies, MPS, from Cornell University in Industrial Labor Relations, and a Master of Arts from 
New York University in Business and Workplace Education. Currently, the researcher is a 
doctoral candidate at Columbia University's Teachers College. By obtaining academic degrees 
from five higher education institutions in the U.S., the researcher has widened his horizon of 
views and knowledge. 
After traveling to China several times in the last few years to teach, the teaching 
experience in China stimulated the researcher to conduct a study on the challenges American 
instructors teaching in China for short-term teaching assignments face, and the adjustments they 




Definitions of Key Terminology 
Autonomous Thinking: Instead of acting on the purpose, beliefs, judgments, and feelings of 
others, autonomous thinking is when we formulate our own interpretations and is the process of 
building new ideas not based on traditional means and methods. A well-educated and flexible 
mind is necessary (Miner, 2016). 
Banking System (Education): Paulo Freire used a term to describe and critique the traditional 
education system, the “Banking model of education.” This metaphor regards the students as 
containers, into which educators need to put knowledge in (Freire, 2006). 
Behaviorist Teaching Style: If students perform the desired behavior, and teachers offer 
positive reinforcement or rewards, students will learn to perform the behavior on themselves. 
The same concept applies to punishments. The Behaviorist teaching style also suggests that 
internally or externally generated physical stimuli will make people act accordingly (Theodore, 
n.d.). 
Confucius Principle: The moral values of the four prima facie principles, including the concepts 
of respect for autonomy, beneficence, non-maleficence, and justice, have been expressly 
identified in Confucius's ethics (Tsai, 2005). 
Constructivist Approach: In the constructivist’s perspective, it is clearly identified as central to 
learning, and it is crucial to learn from and through action at work, reflection before, in, and on 
the action (Fenwick, 2000). 
Critical Self-Reflection: The process of questioning the assumption, presuppositions, and 
meaning perspectives of oneself are referred to as critical self-reflection (Mezirow, 2006). 
Critical thinking: A guide to belief and action is the knowledgeably self-monitored step of 
actively and skillfully conceptualizing, applying, analyzing, synthesizing, and/or evaluating 
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information collected from, or generated by the processes of observing, experiencing, reflecting, 
reasoning, or communicating (Foundation for Critical Thinking, 2019). 
Freire’s Anti-Dialogical Action: “Banking education, which emphasizes the teacher's role as 
the active one in the teacher-learner relationship, is an anti-dialogical approach. It serves the 
oppressor by denying the learner an active role in the learning” (Williams, 1999). 
Humanist Approach (Education): The development of the whole student, putting emphasis on 
the emotional aspects of the student, is the main focus of a humanistic approach. Creating a need 
within the students, or cooperating with the student’s self-motivation is the education within this 







CHAPTER II: LITERATURE REVIEW 
Introduction 
The purpose of this research was to explore with 22 U.S. faculty members their 
perceptions of cultural differences in the Chinese classroom and how they learn to cope and 
adapt to these differences in their teaching practice.  
This review will examine research in two major areas that are relevant to this study: 1) 
Cultural Differences between Eastern and Western Teaching and Learning; and 2) Adult 
Learning Theory. It is hoped that the literature reviewed will provide a baseline of information 
on the differences between two very distinct cultures and how adults learn to adapt and teach in a 
culture other than their own. Furthermore, the researcher will summarize the implications and 
conclusions of the literature reviewed. Lastly, the Conceptual Framework for this study is 
presented at the end of the chapter. 
The researcher made extensive use of the following online databases to search terms:  
PsycINFO, Google Scholar, and JSTOR accessed through Teachers College Gottesman Library. 
The researcher also retrieved articles on cross-cultural understanding and adaptation by 
procuring articles from academic journals, books, newspaper and magazine articles, and 
dissertations online. The literature review throughout this study will be ongoing. 
Rationale for Topics 
Given that the purpose of this research is to study how faculty from the West who teach 
in Chinese universities learn to understand and adapt to the teaching and learning challenges they 
encounter, the researcher will compare the two different educational systems and identify and 




Topic I reviews the cultural differences between Eastern and Western Teaching and 
Learning and will cover the following areas:  
Cross-Cultural Understanding 
•	Spiritual-cultural transformative learning in a cross-cultural context 
Teaching and Learning: The Eastern Perspective 
 •	Banking Concept of Education 
  •	Chinese Learning and Teaching Styles 
  •	Typical Chinese Learner 
Teaching and Learning: The Western Perspective 
• Andragogy Versus Pedagogy 
• Autonomous Thinking  
• Learning in Adulthood  
• Co-Intentional Education 
• Problem-Posing Education  
• Dialogic and Anti-Dialogic learning 
• Four Distinct Types of Learners 
 Topic II is a review of the Adult Learning Theory needed to understand how U.S. faculty 
learn to comprehend and adapt to the challenges they encounter when teaching in China. This 
section will cover the following areas of the Adult Learning Theory: 






•	Dialogue with Others 
•	Networking  
            Experiential Learning                                                                      			 
            Transformative Learning – to Chinese Students                                                            
             Learning Process -  Making Meaning  
            Perspective Transformation  
            Model of Group Discourse  
 
 
Topic I: Cross-Cultural Understanding 
Cross-Cultural Understanding 
In an increasingly globalized world, it is now more important than ever to effectively 
communicate and interact with different cultures. (Gertsen, 1990). Johnson, Lenartowicz & 
Apud (2006) indicate that cultural competence means the individuals are effective in cross-
cultural interaction. To elaborate, Adler and Bartholomew (1992) believe that a culturally 
competent individual should: 
• Be able to learn about many foreign cultures, perspectives, trends, technologies, and 
approaches. 
• Be able to know how to intermingle equally with colleagues with different cultural 
backgrounds. 
• Be able to work proficiently with people with different cultures concurrently.  
• Be able to adjust easily to living in other cultures. 
Similarly, Gertsen (1990) indicates that Cultural Competency is indicative of a person’s 
ability to perform effectually in another culture. According to Gertsen (1990), the three 
interdependent dimensions are:  
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• An affective dimension, which represents personality traits and attitudes. 
• A cognitive dimension, which demonstrates how individuals obtain and classify 
cultural knowledge.  
• A communicative - behavioral dimension, meaning to be an effectual 
communicator.   
 Spiritual-Cultural Transformative Learning in a Cross-Cultural Context 
Based on Tisdell (2003), there are numerous factors that cultivate spiritual-cultural 
transformative learning. Cross-cultural relationships permit us to be exposed to various ways of 
thinking from different parts of the world. The learning needs are also spiritually and culturally 
substantiated to foster authenticity in students. This is because when the instructors are able to 
open themselves up to experiences and be genuine, transformation occurs (Merriam, Caffarella 
& Baumgartner (2007).  
Furthermore, the community-based culturally related background may allow 
transformative learning to happen more easily. The instructors would feel freer to utilize 
different methods to provide a new kind of experience to communicate spiritually. Lastly, the 
cognitive, symbolic, sentimental, and interpersonal levels are needed to permit exploring in the 
environment.  
The U.S. faculty members who are otherwise successful in their teaching in the U.S. may 
struggle while teaching in China when cultural differences are significant and they possess a low 
level of cross-cultural competence. Gertsen (1990) attributes the concept of a lack of cross-
cultural competence as the cause of many international business failures. The researcher also 




Teaching and Learning: The Eastern Perspective: 
The Banking Concept of Education 
Most students in Asia are taught under the "banking model of education," a term used by 
Freire (2000) to critique the traditional system of education. The banking system is a process 
where the teacher deposits content/knowledge to passive students.  It should be noted that for 
instrumental subjects, like the development of rote skills, the banking method is appropriate.  
However, for the development of higher-order skills, such as critical thinking and problem 
solving, the banking system is not suitable. It appears that many instructors in Asian countries do 
not make a distinction between the teaching of rote/basic skills and the development of higher-
order skills. Thus the classroom becomes teacher-centered and not student-centered. As a result, 
in both instances, students are passive learners. 
Freire (2000) argued against the controversial banking concept of education. In this 
system of education, the student only receives and memorizes information, storing it in their 
brains like a bank deposit transaction. In Chinese universities, students are trained to implement 
tasks mechanically without any reflection and do not necessarily know how to apply and use the 
information freely. This banking education system is entirely different from Mezirow's (2000) 
autonomy concept, which suggests learners need to be able to learn and think autonomously. 
Since there is limited research indicating the Chinese students' learning style preference, further 
study is necessary to identify the appropriate teaching methods for Chinese students. 
In the third-world, according to Freire, not only did the education system need to be 
reformed, but the whole social system also needed to be changed. Education would be the first 
system to be rectified in third-world countries before their citizens could improve the way they 
learned. Freire also discussed other supporting concepts, such as co-intentional education, 
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problem-posing education, dialogic, and anti-dialogic learning—which indicates the importance 
of dialogue between men and the human-world relationship—and the oppression in the society.  
Freire (2000) critiqued the banking concept of education because students only received 
and memorized the information, storing it in their brains like a deposit transaction. Students do 
not necessarily know how to apply and use the information freely. By the same token, students in 
third-world countries are "trained" to implement some jobs in a very mechanical way, but they 
lack critical thinking skills.  
Freire (2000) also suggested that the education system should be co-intentional education 
and problem-posing education in which teachers are not merely teaching. Still, instead, the 
students and teachers are both responsible for the teaching process. Freire (2000) used the term 
dialogic, which refers to a significant component of education involving the practice of freedom 
and focusing on the human-world relationship. Freire (2000) also indicated that dialogues 
between people should be carried out with humility. Eventually, real transformative learning 
would occur for both teachers and students with humility, hope, and critical thinking. The 
banking educator, on the other hand, is anti-dialogic; he or she is only concerned about his or her 
own "teaching programs" (Freire, 2000). This type of educator would only show the learners 
what they want to teach, and there would not be any interaction between the teachers and the 
learners. 
By applying Freire's (2000) problem-posing education concept to this collaborative 
program, both students and instructors can learn new materials through the process. For instance, 
through continuous dialogue with students, instructors also learn from the students' perspectives 
and how they viewed the content. The continuous dialogue is genuinely developmental for both 
	
	 21 
the instructors and students because both parties learn and grow together. According to Freire, 
this problem-posing education system is also transformative learning.  
Furthermore, Freire (2000) describes this anti-dialogical action as consisting of 
manipulations and cultural invasion primarily because it does not allow students to challenge 
assumptions. Instead, Fenwick (2000) suggested that developmental education should be based 
on a constructivist approach, which focuses on "reflection on experience." In other words, 
learners reflect, and the reflective process constructs new knowledge (Merriam, 2007).  
Life experience is one of the crucial ways adults learn. Moreover, continuously reflecting 
upon prior experience could lead learners to have a deeper understanding of what they learned 
(Andersen, Boud, and Cohen, 2000). Mezirow (2000) asserted that it is essential for adult 
learning to accentuate contextual comprehension and critical reflection on assumptions. Learners 
need to validate meaning by evaluating rationales. A reflective discussion is beneficial for 
learning as well as understanding and assessing the rationalization of beliefs.  
The social critique perspective focuses on a critique of ideology, uncovering oppression, 
and social justice action within the meaning-making of transformative learning (Brookfield, 
2003; Freire, 1978).  
Chinese Learning and Teaching Styles   
Chan (1999) referred to Bond's (1992) study indicating that Chinese students are often 
seated in rows in the classroom, naturally following a rote learning system and that Chinese 
children tend to be quiet in classroom settings (Chan, 1999). Most Chinese students do not have 
discipline issues in the classroom. Chinese students are taught never to oppose or distrust their 
teachers. This is because any act of disobedience or poor performance could lead to a punishment 
that would bring shame to the students and their parents (Chan, 1999). In contrast, good 
	
	 22 
performance is encouraged, rewarded, and acknowledged by their teachers and parents (Chan, 
1999). 
According to Ho (2010), the Chinese student learning style includes: gathering, 
interpreting, organizing, and applying knowledge by utilizing individual strategies. Ho (2010) 
referred to over 70 learning style models which were developed in the last three decades, such as 
Kanar's (1995) What Is Your Personal Learning Style?, the Myers-Briggs type indicator (Myers 
& McCaulley, 1985), and Kolb's (1984) Learning Style Inventory. Ho further asserted that 
Chinese students are passive and rote learners, based on some of these inventories and numerous 
studies of Chinese learners. Similarly, Hammond and Gao (2002) indicated that current Chinese 
education emphasizes memorization, repetition, and rote learning without much emphasis on 
critical thinking. 
At the same time, Ho (2010) suggested there are some disparities in Chinese learning 
styles. For instance, their approaches toward their teachers and lecture materials, different 
individual levels of language obstacles, family influence, and social attitudes toward their failure 
vary. Ho (2010) also affirmed that most learning occurs outside the classroom in informal ways 
(Marsick & Volpe, 1999; Marsick & Watson, 1990). Further, Ho (2010) stated learning styles 
and teaching styles are highly correlated. 
According to several authors, there are five Chinese learning categories: 1) emphasis on 
the perception of the concrete; 2) non-development of abstract thought; 3) emphasis on specifics; 
4) central focus; and 5) care for harmony (Biggs, 1994; Redding, 1990; Watkins, 2000).  
Durkin (2004) also noted that there are cultural dissimilarities between Chinese and British 
students that would affect the students' learning outcomes. For instance, Hofstede (2001) 
identified that China, being a high-power disparity country, has accepted a disproportionate 
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power distribution, which naturally leads to a teacher-centered model in its education system. 
Sofo (2005) also identified that Chinese educators accept rules and decisions from the top 
administration without challenging or even a discussion of educational issues. 
           Further, Ho (2010) referred to Leung and Lu (2008), who found that the student-centered 
instruction model does not perform sufficiently and to the satisfaction of domestic Chinese 
students in China. Another interesting study by Xiao (2006) found that Chinese students do not 
like asking or responding to questions in the classroom. Thus, the teacher-centered method 
receives a slightly negative attitude from Chinese students. Zhang (2006) also found that Chinese 
students tend not to engage in deep thinking in the classroom. However, when Chinese students 
are exposed to Western-style teaching, their natural aptitude for critical thinking is promoted and 
encouraged (Xiao, 2006). At the same time, Chinese students have a positive feeling toward a 
student-centered method, such as being active learners, group activities, class discussions, and 
watching videos (Xiao, 2006).  
On the other hand, Choo (2007) stated that Western teaching methods might create 
negative reactions among Chinese students, such as anxiety, fear, or confusion. This is because 
there are dissimilarities between Chinese students' learning styles and Western teaching styles 
(Choo, 2007). Furthermore, language barriers can also negatively impact the Chinese students' 
learning results.  
In discussing the Chinese education philosophy, one must also consider the political 
environment of the country, which plays a significant role in how individuals learn. China 
operates under the exclusive leadership of the Chinese Communist Party. Considered an 
authoritarian collective regime, dissidents are not tolerated and a uniform way of thinking is 
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encouraged. In this regard, strict censorship policies and constant government surveillance are 
the norms.  
In his discourse on organizational management in the U.S., C. Argyris talks about the 
forbidden nature of certain topics in businesses (Argyris, 1980). Problems can arise if a business 
is unwilling to critically reflect on its assumptions on how the organization should operate. 
Issues that are seen as a threat become “undiscussable,” making their “undisscussability 
undiscussable” (Argyris, 1980). In other words, it becomes forbidden to disclose that the taboos 
are taboos.  
Governments, like businesses, often run based on a hierarchical model. The Chinese 
classroom, a pre-approved by-product of the regime, relates directly to Argyris’ analysis. With 
cameras in every classroom, both students and teachers must be mindful of what is being said. 
This creates a very narrow scope of what can and cannot be taught or discussed in the Chinese 
classroom.  
Typical Chinese Learner 
  In China, an educated and sophisticated person is required to memorize the classics of 
traditional Chinese culture (Chan, 1999). In teaching Chinese students, the memorization method 
is still popular and applied mainly to Chinese social ethics and responsibilities (Chan, 1999). 
According to Chan, the memorization process is applied to all supporting classroom 
materials, such as lecture handouts and textbooks. The process has become a learning burden for 
Chinese students. Chan (1999) referred to Martinsons and Martinsons' (1996) study that these 
learning resources were often misused by Chinese students who simply used them for "rote 
learning." One cultural reason that the Chinese students are urged to recite great scholarly works 
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word for word is that it is a way of showing respect and acknowledgment for the great works 
(Chan, 1999).   
Teaching and Learning: The Western Perspective 
 Andragogy Versus Pedagogy 
           Mohring (1989) indicates that the terms andragogy (adult education) and pedagogy 
(children's education) are imprecise. Holmes and Abington-Cooper (2000) state that pedagogy is 
originated from “Ped," which means "child," On the other hand, andragogy is originated from 
“Andra," which means “male.”  
Andragogy 
           Malcolm Knowles introduced a new terminology, andragogy, over half a century ago 
in 1968, to the Adult Learning educational segment. Andragogy is distinct from pedagogy, as it 
emphasizes the art and science of adult learning. On the contrary, pedagogy is often referring to 
the art and science of child learning. In other words, andragogy targets adult learners, while 
pedagogy targets child learners (Merriam, Caffarella & Baumgartner, 2007). 
 There were originally four initial assumptions from Knowles’ Andragogy model in 1980 
 (Knowles, 1980) however, there was an update in 1984 (Knowles, 1984) and an extra two were 
added on top of the initial four assumptions: 
a) Self-Directing – when a person develops mental maturity, the person's self-concept 
will move from the dependent personality to a self-directed person (Knowles, 1980). 
b) Growing Reservoir of Experience – An adult accrues abundant experiences, which 
contain an ample supply of learning data (Knowles, 1980).  
c) Learner’s Social Role – The co-relation of the adult’s willingness to learn and the 
learner’s social role is highly associated (Knowles, 1980).  
	
	 26 
d) More Problem Centered – When an adult matures, he/she experiences time 
perspectives adjustment. Then, the adult changes from future application to the 
imminence of the application of knowledge. Therefore, an adult learner is more 
problem-centered than subject-centered (Knowles, 1980).  
e) Internal motivation (Knowles, 1984) – The internal motivation of an adult learner is 
more robust than the external motivation.  
f) Know why to learn – Adults need to know how to learn more information (Knowles, 
1984).  
           According to Holmes and Abington-Cooper (2000), the andragogic learning model is a 
process to assist learners in obtaining skills or information. In this andragogic learning model, 
the instructor prepares different approaches for encompassing adult learners in the following 
ways: 
• creating a conducive learning environment for adult learners 
• establishing a reciprocal planning system for instructor and learners  
• identifying the learning necessities 
• creating teaching objectives that will satisfy the learning needs 
• planning learning experiences prototype. 
• organizing the learning experiences with appropriate teaching techniques and materials,  
• assessing the learning outcomes and adjusting learning needs. 
Pedagogy 
          According to Knowles (1980), the term pedagogy refers to the art and science of teaching 
children instead of adults. Based on Holmes and Abington-Cooper (2000), the child learners 
observed monks and learned simple skills. In the 18th and 19th centuries throughout Europe and 
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North America, the pedagogical assumptions made about learning were embraced and 
strengthened with the expansion of elementary schools.  
          According to Holmes and Abington-Cooper (2000), the pedagogical learning model is a 
subject paradigm related to transferring information and skills to learners. For instance, the 
instructor predetermines what skills and information need to be conveyed to the learners. The 
instructor would then prepare or decide the most efficient and effective method or process to 
convey the skill or information to the learners, such as visual teaching materials, lectures, lab 
exercises, etc. Lastly, the instructor creates a procedure to implement all the teaching materials to 
the learners sequentially. Since this research study is focused on adult learning internationally, 
the andragogy framework is the core of this study.  
 Western Learning and Teaching Styles  
The U.S. system encourages students to interact with instructors and teaching assistants 
proactively for the students to learn successfully. Most of the Chinese students did not have prior 
experience interacting with instructors in China (Rao, 2017). In regard to online engagement, 
Western students are very comfortable posting online discussions on teacher-facilitated 
classroom forums. On the contrary, Asian students are nervous about posting online comments 
or discussions because of a lack of English proficiency. (Habib, Johannesen and Ogrim, 2014). 
Western students often write reflection papers that require the students to critique the authors or 
challenge different concepts. On the contrary, most of the Eastern students' cultural values go 
against challenging their teachers or authority (Angelova & Riazantseva, 1999).  
In Western culture, rote memorization is not encouraged in discussions of learning. This 
is because the rote memorization tactic does not enhance or foster the students' critical and 
analytical thinking skills (Charlesworth, 2008). Decoding skills are necessary for the Western 
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student (Mast, 2016). Holmes (2004) indicated that Western educators emphasized the 
prominence of concise and succinct writing. For instance, precise, logically argued essays are 
more crucial than the length of the essay. 
Western pedagogy is established on individual development. Seeking meaning and 
exploring new methods and resolutions are the most prominent concepts in the Western 
educational system (Mast, 2016). There is a strong emphasis on textual meaning in Western 
teaching. Furthermore, Western educators and students are self-evident and expected to bring 
assumptions during the learning process (Mast, 2016).  
While visiting Western professors can utilize their teaching style and materials in China, 
the selected textbooks are required to be approved by the Ministry of Education, MOE, of the 
People's Republic of China (Ho, 2010). The quality of these international joint degree programs 
is perceived to be far superior to that of the domestic Chinese programs. According to Ho, this is 
mainly because Western instructors are considered to be more academic and professionally 
qualified and have a broader worldview than the local Chinese instructors. The author further 
notes it may also be because most local Chinese instructors are younger in age. Moreover, some 
of the local Chinese instructors might only hold a master's degree, with very limited working 
experience outside China, and, as a result, they lack a broader worldview (Ho, 2010). 
Ho (2010) also noted that Western instructors develop structured syllabi for Chinese 
students to follow, and they provide constructive feedback to students after the assignments are 
reviewed in the joint program. According to Ho, this more "personal model of teaching" offers 
students real-world examples and guides so that students can initiate similar behavior. Also, the 
facilitator in the personal model emphasizes the learning goals and needs of students and 
provides content knowledge while providing a higher level of student-teacher interaction. In 
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sum, this personal model of teaching helps students become more independent learners and helps 
Chinese students to make better learning decisions (Ho, 2010).  
Autonomous Thinking 
 Mezirow (1997) indicated that autonomous thinking is essential in a democratic society. 
Adult learners need to learn to think autonomously. In order to prepare successful and 
responsible 21st-century workers, we must empower students to think autonomously. Then we 
will have socially responsible thinkers. The goal is to become autonomous and responsible 
thinkers or workers because adult learners are not only implementing this autonomous thinking 
for their short-term goals–like getting a job promotion—but also applying it to their long-term 
goals.  
Learning in Adulthood 
An adult is usually defined as an individual mature enough to be liable for what he or she 
does (Mezirow, 2000). An adult should also be able to distinguish and comprehend different 
issues, make reasonable and rational selections, be socially responsible, and be able to be 
autonomous. Thinking autonomously may be understood as an ability achieved through 
transformative learning (Mezirow, 2000). Becoming a more autonomous thinker clearly engages 
the interaction between personal and situational variables. Autonomy implies an internalization 
of externally imposed disciplines of regulation and rules, a way to generate cultural conformity 
(Mezirow, 2000).  
         According to Mezirow (2000), in order to have transformative learning, greater autonomy 
in thinking is essential. Adult learners could acquire more understanding, skills, and dispositions 
through autonomy. The adult learning experience requires becoming more conscious of the 
context of explanations and viewpoints and critically reflective of assumptions (Mezirow, 2000). 
	
	 30 
The learner should also be able to contribute liberally and entirely in rational dialogue to find 
mutual meaning and substantiate beliefs, acting effectively on the result of this reflective 
learning process (Mezirow, 2000).  
          Adult education's larger purpose and goal is to facilitate adults to understand their 
potential for becoming more socially responsible, independent, and autonomous learners 
(Mezirow, 2000). Besides, adult learners should be able to evaluate and accomplish what it is 
they want to learn (Mezirow, 2000). The adult learning objectives may be individual—for 
instance, getting a better occupation—or may focus on social change, such as community 
development or organizational change. As adult educators, we need to identify our goals as well 
as the adult learners' learning objectives – what the learners want to learn – so that we can assist 
them in succeeding in their studies. Adult educators build protected learning environments with 
the social-democratic conditions essential or required for transformative learning (Mezirow, 
2000). 
Co-Intentional Education and Problem-Posing Education 
Freire (2000) suggested co-intentional education and problem-posing education are the 
best educational systems. In this system, teachers are no longer just teaching; instead, teachers 
and students together are responsible for the holistic teaching process. Both the teachers and 
students learn from the co-intentional and problem-posing process. 
Dialogic and Anti-Dialogic Learning 
In dialogic learning, the most significant component of education is the practice of 
freedom and a focus on the human-world relationship. Freire (2000) indicated that dialogues 
between people should be conducted with humility. There should not be any arrogance within 
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human relations or communication. Freire suggested that if someone perceives themselves as 
elite, their interactions cannot occur in a normal and natural way.  
Freire (2000) called the banking educator, the one who is only concerned about his or her 
own "programs," anti-dialogic. That means that educators only show students what they want to 
teach, and there are no interactions between teachers and students. Everything is too systematic 
and organized and neglects what students really want to learn.  
According to Mezirow (2000), it is critical that adult learning accentuates contextual 
comprehension and critical reflection on assumptions. Furthermore, learners need to validate 
their meaning by evaluating their rationales (Mezirow, 2000). Thus, the collaboration program 
between a U.S. fashion college and Yifang University in China requires the students to reflect on 
their learning to achieve transformative learning. In the context of transformative learning, the 
reflective discourse or dialog seeks a common understanding and evaluation of the students' 
learning outcomes explanation (Mezirow, 2000). In other words, the reflective discussion is 
beneficial for learning and assessing the rationalization of beliefs.  
Furthermore, the reflective discourse of learners involves reviewing and assessing 
reasons by utilizing supporting evidence and evaluating alternative viewpoints (Mezirow, 2000). 
According to Mezirow (2000), adult education involves authority transfer from an educator to 
the learners, and the adult educator eventually becomes a collaborative learner. Mezirow also 
posited that autonomous thinking might be recognized as a skill acquired through transformative 






The Four Distinct Types of Learners 
Ho (2010) indicated that Felder and Silverman's (1988) findings provide a clear 
description of four distinct types of learners in the West; they are:   
1) Active versus Reflective learners learn through actions. The active learning actions 
may include discussions, applications, or explanations of their learning to other people. For 
instance, the learning actions may be instructors' explanations to students or students' comments 
to other students. On the other hand, the reflective learners deliberate (learn by thinking) about 
their learning before they implement their works. 
2) Sensing versus Intuitive learners: Sensing learners are pragmatic, following traditional 
approaches like routine memorization and favoring to learn facts. On the other hand, intuitive 
learners are more creative in learning, and they choose innovation to establish rules. In addition, 
intuitive learners are more comfortable with abstractions. 
3) Visual versus Verbal learners: Visual learners memorize things they can see, such as 
images, drawings, flow charts, timelines, and films. On the other hand, verbal learners 
understand explanations in writing and speaking as their optimal way to learn. Both visual and 
verbal learners absorb more from the visual and verbal combination format. 
4)  Sequential versus Global learners: Sequential learners learn materials logically, for 
instance, by following incremental guidelines. In contrast, global learners tend to view learning 
in a big-picture context and from different viewpoints (Felder & Silverman, 1988).  These types 
are in contrast to typical Chinese learners. 
Summary of Cross-Cultural Understanding 
           Even though Chinese students have been exposed to student-centered teaching models in 
the last few decades, the students' adaptation to this "new" style has been slow. Further research 
	
	 33 
is essential to investigate which specific teaching or learning style will be most beneficial to 
domestic Chinese students in the near future.  
Due to the escalating popularity of American educators visiting China to provide lectures, 
the researcher compared the teaching philosophies of Chinese teachers to the Western style of 
teaching. It is hoped that the American faculty would know how to assimilate to the different 
teaching environment and culture in China. Also, U.S. faculty members could move Chinese 
students to accept active learning as an alternative to their traditional passive orientation to 
maximize the students' learning outcomes when they have overseas teaching assignments. 
Topic II: Adult Learning Theory 
Topic II is a review of the Adult Learning Theory needed to comprehend how U.S. 
faculty learn to understand and adapt to the teaching and learning challenges they encounter 
when they teach in China. This section will cover the following areas of the Adult Learning 
Theory: 
U.S. Faculty Learn to Understand and Adapt to Cultural Differences by: 
Critical Reflection 
Critical reflection is one of the most crucial elements in the adult learning segment. 
Without it, one cannot improve upon their teaching or augment student learning outcomes. The 
definition of Dewey's reflective thought is "active persistent and careful consideration of any 
belief or supposed form of knowledge in the light of the grounds that support it and further 
conclusion to which it tends" (Mezirow, 1991, p. 100). 
On the other hand, Reynolds (1998; 1999) indicates that critical reflection involves the 
following: 
• To probe assumptions and taken for granted views embedded in theory and practice. 
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• To identify the processes of power and philosophy inherent in institutional systems 
and procedures. 
• To investigate the concealed agendas of the claims of rationality and objectivity. 
            Reflection-in-Action 
 According to Schön's reflection-in-action model (1983, 1987), individuals' learning will 
occur when action is updated by reflection. Reflection and action are parts of a single process, 
rather than separate concepts. The individuals become aware of their fundamental assumptions, 
then reflect on their initial understanding of the problem. Lastly, the individuals obtain new ways 
of explaining problems (Schön, 1983; Brookfield 1994). In other words, the reflection-in-action 
model insinuates that individuals learn as they also apply new courses of action. 
Furthermore, Schön's reflection-in-action model (1983, 1987) also provides a valuable 
viewpoint on how practitioners truly practice their skills. For instance, practitioners regularly 
must deal with ambiguous situations; however, through the urbane processes of reflection-in-
action, the practitioners would have the resolutions for the problems after their reflections. From 
this perspective, reflection-in-action is much more a process of appreciating, exploring, shaping, 
and investigating. 
Observation 
According to Merriam, Caffarella, and Baumgartner (2007), individuals obtain 
information by observing other people. In other words, people can learn how to acquire the 
information of rules, skills, tactics, and knowledge by watching others. Hergenhahn & Olson 
(2005) indicate that there are four processes for observational learning. They are attention, 
retention of memory, behavioral rehearsal, and motivation. When an individual wants to learn 
something new, he or she must attend the "observation" to initiate the learning. Then the 
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retention of the information for future usage is the second stage of observational learning. 
Merriam et al. (2007) indicate that retention can be stored either through symbols or words. The 
past experiences of the symbols or mental images are saved. On the contrary, the verbal symbols 
obtain the complication of behavior in words. Lastly, the modeled behavior is kept intrinsically 
until the individual is motivated to use it again.  
Dialogue with Others 
According to Hansen, Nohria & Tierney (1999), "personalization strategy" learning, 
which is based on face-to-face conversations, is also suitable for the sharing and establishing of 
tacit knowledge (Polanyi, 1958). Argyris & Schön (1978) indicate that the individual tacit 
knowledge becomes more precise and more obvious in this sharing process. Tacit knowledge is 
more available by individuals and by others. 
            Peng and Nisbett (1999) indicate that there are some dissimilarities between Eastern and 
Western thought in the dialectic epistemology. The finding of the study suggests that the Chinese 
proposed dialectical solution is often more effective than their American counterparts. Peng and 
Nisbett (1999) conclude that Easterners have a relatively more holistic approach, while 
Westerners prefer to be more analytic approach.  
           Networking 
           Dewey (1938) states that learning is a social process. Social networks are more crucial 
than knowledge repositories (Keegan and Turner, 2001). Dewey (1938) also indicates that when 
an individual encounters an obstacle that cannot be resolved from his existing knowledge, it is 
not unusual for the individual to contact his social networks or friends for support.  
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Borgatti & Cross (2003) define social network learning relationships as motivating, 
pursuing, and sharing information. There are four different functions of pursuing information 
from another individual (Borgatti & Cross, 2003): 
a) To know what the other person knows.  
b) To treasure what the other person knows. 
c) To be able to gain continuous access to that person's thinking.  
d) To pursue information from that person would not be perceived as too costly.  
In other words, participants are likely to pursue or swap information with others in a 
social network. Sometimes, the person might perceive that the benefits of sharing or obtaining 
knowledge are higher than the costs (Borgatti & Cross, 2003). 
        Newell, Scarbrough & Hislop (1999) state that the community model depends on an 
individual to participate in social networks to share and establish his/her tacit knowledge. In 
other words, the network tactics rest on the individuals to use their social capital to learn from 
other persons (Nahapiet and Ghoshal, 1998). Personal and social networks are likely to be more 
effective for sharing lessons and knowledge.  Through networking, dialogue with others, and 
observation, U.S. faculty will be able to better resolve cultural-based issues. With increased 
cross-cultural communication, U.S. faculty will have a deeper understanding of Chinese culture 
and vice versa. This will decrease the conflicts and misunderstandings that often occur between 
the two cultures, leaving a positive impact on both teachers and students.  
          Experiential Learning 
           Experiential learning is a process whereby students learn through their experiences. 
Andersen et al. (2000) discuss the prominence of experiential learning. As adults usually have 
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more complex and rich life experiences than children, learning from one’s own life experience is 
one of the most crucial ways adults can learn.  
           One of the five major perspectives of experiential learning, according to Fenwick (2000), 
is participation, which refers to active or collaborative learning. For example, participation in the 
constructivist perspective involves having participants actively engage in learning and activities, 
including reflection on prior life experiences and construction of new learning in light of their 
and others’ life experiences. 
           This participation perspective indicates the prominence of interactive exercises in 
experiential learning theories. Not having sufficient opportunities for participation during 
learning sessions negatively impacts the learning experience (Fenwick, 2000). In the China 
Yifang University program, Chinese students often limit their opportunities for productive 
reflections during the learning process because most Chinese students are passive learners. 
Furthermore, Fenwick (2000) emphasized that the need for reflection was a constructivist 
perspective, which is one of the major education paradigms. In addition, Andersen, Boud, and 
Cohen (2000) indicated that having continuous reflections upon prior experience may also allow 
students to have a deeper understanding of what they learned.  
           The Kolb Experiential Learning Cycle (1984) model is one of the most significant 
experiential learning models, which was constructed based on Lewin’s Learning Cycle model. 
Kolb’s (1984) model describes how people build knowledge from experiences to the cycle of 
action and reflection. The model consists of four different stages within the learning cycle; they 




           Stage 1: The learner has a “concrete experience,” which denotes that the learner has the 
openness and willingness to involve oneself in a new experience (Kolb, 1984). The concrete 
experience is also viewed as the learner’s feeling of the new experience.  
          Stage 2: The “reflective observation” means that the learner has some observational and 
reflective skills to view the experiences from a variety of perspectives (Kolb, 1984). In other 
words, the learner is watching or observing and reflecting on the new items and experiences.  
           Stage 3: The learner has an “abstract conceptualization” in this learning experience (Kolb, 
1984). By having some analytical abilities, the learner can integrate ideas and concepts. The 
abstract conceptualization is a learner’s thinking stage.  
           Stage 4: The learner implements “active experimentation” in this learning process (Kolb, 
1984). The learner applies decision-making and problem-solving skills to new ideas and 
concepts in practice. Active experimentation is a “doing” stage for the learner (Kolb, 1984). 
           Within Kolb’s model, four types of learners are identified: Diverging, Assimilating, 
Converging, and Accommodating. Diverging learners can generate ideas and have imaginative 
abilities. Assimilating learners excel in inductive reasoning. Converging learners focus on the 
application of concepts. Accommodating learners are risk-takers who solve problems intuitively 
(Kolb, 1984). It would seem that Chinese students are a combination of assimilating learners and 
accommodating learners. They both observe their instructor (assimilating) and do what is 
assigned to them (accommodating). However, they lack the capacity for abstract 












Learning Process - Making Meaning 
Mezirow (2000) indicated that adult learning emphasizes background or understanding of 
context, critical reflection on assumptions, and justifying meaning by evaluating different 
reasons for learning. Adult learners make meaning with different aspects of awareness and 
understanding. Adults may understand experiences clearly when they know an expressed concept 
is right or understand the conditions under which it needs justification. If there is a quick change 
in the situation, we may not completely believe what we know and trust (Mezirow, 2000). The 
transformative learning theory (Mezirow, 2000) aims to explain this learning process and test the 























theory included a very crucial approach to making meaning: "becoming critically aware of one's 
own implicit assumptions and expectations and those of others and assessing their relevance in 
making an interpretation." 
            Mezirow (2000) referred to Kitchener's idea that there were three levels of cognitive 
processing. The first level of cognitive processing is figuring, memorizing, reading, and 
understanding. The second level is metacognition: adult learners monitor their progress and 
products as they are engaged in first-order cognitive tasks. The third level is epistemic cognition: 
it must be introduced to explain how humans monitor their problem solving when involved in ill-
structured issues, for instance, those who do not have a correct concrete solution. Epistemic 
cognition has to do with a reflection on the limits of knowledge, the certainty of knowledge, and 
the principles of knowing (Mezirow, 2000). 
 Adult learning, according to Mezirow (2000), is understood as the process of using a 
prior interpretation to understand a new interpretation. One's experience will direct the future 
action of the adult learner. Learning may be intentional, the result of thoughtful inquiry, 
incidental, or a by-product of another activity involving intentional learning. Aspects of both 
intentional and incidental learning take place outside learner awareness. 
            Mezirow (2000) also indicated research demonstrates human beings have an enormous 
capacity to non-consciously interpret complicated information, to resolve challenging problems, 
and to make wide-ranging overviews from a specific experience. The non-conscious capacity of 
people to obtain information is much more complicated and faster than their conscious capacity 
to implement this process. Furthermore, humans have no conscious access to the non-conscious 
process that they use to obtain data and information.  
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          The transformative theory (Mezirow, 2000) emphasizes how we learn to negotiate and act 
on our own purposes, values, feelings, and meaning. We, as adult learners, can obtain higher 
handling over our lives as socially responsible, clear-thinking decision-makers, rather than those 
who have uncritically assimilated from others. 
Perspective Transformation 
Since transformative learning theory has been broadly defined to apply to a variety of 
phenomena (Brookfield, 2003; Newman, 2012), a distinctive meaning will be provided by 
distinguishing it from perspective transformation theory within this study. Making the distinction 
between transformative learning and perspective transformation theory hopefully establishes a 
framework of theoretical specificity that makes the use of the theoretical terminology 
distinctively meaningful within this research study. There are two distinct meanings for 
transformative learning and perspective transformation theory.  
Perspective transformation, as developed and discovered by adult learning theorist Jack 
Mezirow, describes transformative learning as the psych-critical approach (Taylor & Snyder, 
2012). According to this approach:  
People have a set of assumptions which are broad, and generalizable preferences within 
their habits of mind in servitude of interpretations in which the adult learners' meaning of 
experiences are filtered. These experiences control how meaning is made within their 
world of experiences (Mezirow, 2000, p. 17). 
 
It is the process of "becoming critically aware of one's own tacit assumptions and 
expectations and those of others and assessing their relevance for making an interpretation" 
(Mezirow, 2000, p. 4). The adult learner becomes more inclusive, open, discriminating, 
reflective, and self-directed with the ability to be emotionally adept at changing during the 
perspective transformation experience (Hoggan, 2015). 
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The process involved in producing these results occurs when a contradiction is 
experienced within the adult learner's mental construction and deviates from prior 
understandings and explanations of themselves and their worlds, also called a "disorienting 
dilemma" by Mezirow (2000, p. 22). This learning experience creates a disruptive frenzy, forcing 
them into deep self-examination embarked upon through critical dialogue and self-reflection to 
discover and critically assess lifelong assumptions through a 10-phase process.  
The perspective transformation approach of transformative learning theory partially 
intersects with other approaches. For instance, social emancipatory, psycho-developmental, and 
psychoanalytical theoretical groundwork, are different approaches in terms of the interpretation 
of outcomes and their processes (Hoggan, 2015). 
Model of Group Discourse 
Mezirow (2000) indicated that an optimal graduate colloquium might serve in some 
respects as a group discussion model. In this discussion model, everyone has an equal chance to 
contribute to the session. Graduate students are notified of the topics to be discussed in advance, 
and there are norms of politeness, active listening, studying issues, and taking turns to speak in 
the session. For the sake of academic freedom, everyone would be able to be critically reflective 
of established cultural norms or viewpoints. Mezirow (2000) also indicated that transformative 
learning relies on the full evolution of the human potential, which depends on their values, such 
as independence, fairness, social justice, tolerance, civic responsibility, and education.  
According to Mezirow (2000), it is crucial that adult learning accentuates contextual 
comprehension and critical reflection on assumptions. Moreover, learners need to validate their 
meaning by evaluating their rationales (Mezirow, 2000). In the context of transformative 
learning, the reflective discourse seeks a common understanding and evaluation of the 
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interpretation's explanation (Mezirow, 2000). In other words, a reflective discussion is beneficial 
for learning and assessing the rationalization of beliefs.  
Furthermore, the reflective discourse of learners involves reviewing and assessing 
explanations of learners' problems by utilizing supporting evidence and evaluating alternative 
viewpoints (Mezirow, 2000). According to Mezirow, adult education includes authority transfer 
from an educator to the learners, and the adult educator eventually becomes a collaborative 
learner. Mezirow also posited that autonomous thinking might be understood as a competence 
acquired through transformative learning. Thus, the learners' greater autonomy in thinking would 
be a transformative learning product.  
Mezirow's eminent transformative learning occurs when we reshape our frame of 
reference to be more justified or correct by becoming more critically reflective of our 
assumptions. The frame of reference is equal to the habit of mind plus the point of view. A habit 
of mind is the set of assumptions that impact the way we understand our experience; these may 
be sociolinguistic, moral-ethical, epistemic, philosophical, psychological, or aesthetic in nature 
(Meizrow, 2000). On the other hand, point of view refers to beliefs, attitudes, and feelings we 
have that shape the way we understand the world (Meizrow, 2000).   
According to Meizrow, transformation comes in one of four ways. First, the learner 
elaborates on his or her existing frame of reference, then the learner learns the new frame of 
reference. The learner transforms his or her point of view and lastly, the learner will transform 
his or her habits of mind. 
The ten stages of Mezirow's (2000) transformative learning theory are: 
1) A Disorientating Dilemma 
2) Self-Examination with feelings of fear, anger, guilt, or shame 
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3) A Critical Assessment of Assumptions 
4) Recognition that one's discontent and the process of transformation are shared                    
5) Exploring options for new roles, relationships, and action 
6) Planning a course of action 
7) Acquiring knowledge and skills for implementing one's plan 
8) Provisionally trying on of new roles 
9) Building competence and self-confidence in new roles and relationships 
10) A Reintegration into one's life based on conditions dictated by one's new perspective.  
Topic II Summary 
By applying the learning from experience and transformative learning theory to the U.S. 
faculty members conducting short-term teaching assignments in China, this study attempts to 
create two distinctive learning lenses. Typically, most educators utilize both theory and practice 
when they teach their students.  
The U.S. faculty members should always have the reflection element in their minds. This 
is because, with reflection, the faculty member can adjust their teaching method to accommodate 
a variety of students. For instance, in China, successful instructors always reflect and adjust their 
teaching styles and materials. With reflection comes transformative learning, where the learner 
begins to think critically on past assumptions and expand his or her frame of reference, changing 
their initial viewpoints and opinions. This can be applied to both the U.S. faculty, who are 
exposed to a new culture and the Chinese students, who are experiencing a new style of teaching. 





Implications and Conclusions: 
Implication for Research 
The emphasis on critical thinking is a drastic transformation in teaching approaches that 
can create an adjustment in student behaviors. For instance, teacher-centered lecturing 
discourages the student from asking questions in the classroom. Many Chinese higher 
educational institutions now adopt Western teaching methodologies, such as the active and 
creative learning conditions that utilize student-centered teaching methods.	China wants to foster 
the West’s critical thinking skills as prominent learning objectives for local Chinese students. 
The Educators' Role 
There are different roles for educators, such as facilitating learners' reflections and having 
dialogues on the learners' experiences in a trusting setting. The educators also act as catalysts in 
problem-based learning and create reflection opportunities for learners. The educators can act as 
trainers or facilitators as well, evaluating the learning outcomes through reflections (Chan, 
1999). On the other hand, traditional teaching is based on examinations to assess the 
effectiveness of the learning process. However, in the constructivist approach, the most 
prominent outcome of the learning process is gaining knowledge (Chan, 1999). 
There are different assessment strategies, including student evaluations and student 
learning process reflections. Student reflection is increasingly recognized as a standard and inter-
disciplinary assessment requirement (Ryan and Ryan, 2013).  
Biggs (1996) indicated that the entire process must be constructively aligned. In order to 
generate higher-order learning effectively, the instruction, learning, and assessment methods all 
need to be continuously aligned. Moreover, the extent to which learning activities represent 
authentic and genuine situations is vital (Gulikers, Bastiaens & Martens, 2005). According to 
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Macht and Ball (2016), authenticity can also increase students' motivation, foster deep learning, 
increase engagement with instructors, and improve the students' learning outcomes.  
Implication for Practice: Active Learning 
           Brame (2016) referred to Bonwell and Eison's (1991) study, active learning is "anything 
that involves students in doing things and thinking about the things they are doing." Active 
learning could be short, around 10 minutes long. The benefits of active learning include building 
students' self-esteem through the instructors' conversations with other students. More 
importantly, through the active learning process, students absorb the concept of reflection.  
According to Kirschner, Sweller, and Clark (2006), active learning methods involve 
problem-based learning, inquiry, and experiential learning (Merriam, 2007). On the other hand, 
Driscoll (2013) indicated that active learning is referred to in the constructivism philosophy of 
learning and emphasizes how the learner utilizes activity and dialogues, reflecting on the 
experience to create a new, more in-depth understanding. Ultimately, the learner should be able 
to take charge of the learning, and the instructor would then act as a trainer or facilitator. The 
ultimate goal of constructivist learning is that learners develop the ability to analyze, think 
critically, and recognize the knowledge application (Driscoll, 2013). 
Active engagement can augment the students' knowledge retention and help to cultivate 
problem-solving skills. The students' learning outcomes would increase their motivation for 
learning in the future (Bonwell & Eison,1991; Rhem, 1998; Snyder, 2003). Lastly, the active 
learning activity engagement, in conjunction with the enjoyable experience, leads to a significant 
increase in students' motivation and learning outcomes (Elam & Spotts, 2004). 
Andrade (2006) also suggested that for foreign students, the instructors' enthusiasm, 
learning communities' practice, and support courses are effective teaching elements. Ho (2010) 
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indicated that comparable academic supports should be provided in the collaborative academic 
program to facilitate the domestic Chinese students in implementing their program successfully.  
Ho (2010) referred to Melton's (1990) study, which emphasized that the dissimilarities in 
students' learning methods can generate a conflict between the teaching-learning styles of 
Western instructors and domestic Chinese students.  
            On the other hand, Ho (2010) also cited Newble & Entwistle’s (1986) findings which 
recommended that instructors understand students' personal learning styles and preferences. The 
instructors should utilize and correspond to the most appropriate teaching method in a class; this 
teaching tactic could augment students' learning experiences and outcomes. Instructors then must 
assimilate their teaching methods into students' learning preferences and styles. This method 
should be reflected when the instructors plan the effectual curricula for instruction (Fung, 1993; 
Hunter, 1978; Kolb, 1984).  
Fook and Sidhu (2010) indicated that authenticity encourages students to apply in the 
classroom the same aptitudes and knowledge that are essential in the workplace. Furthermore, 
Kassean, Vanevenhoven, Liguori, and Winkel (2015) also found supporting evidence for the use 
of action and reflective exercises to create a practical working experience that engages students 
in genuine learning and fosters the learning process within entrepreneurship education. 
According to Ho (2010), in order for the domestic Chinese students to augment their 
classroom learning experiences, the teachers can utilize some specific teaching activities in their 
lectures. For instance, by using examples that the Chinese students are familiar with, instructors 
can foster a connection with the students. The example can also inspire the students to contribute 
to the discussion. The instructors should talk at a slower pace in class and utilize numerous 
visual aids, such as PowerPoint slides, presentations, or the blackboard for an effective teaching 
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method (Ho, 2010). This is because many Chinese students might have varying levels of English 
comprehension. The instructors may provide extra credit or small souvenirs from the West. The 
Western instructor should know that high grades are extremely important to all Chinese students 
therefore, these little benefits could be an excellent incentive for student involvement (Ho, 2010).  
Likewise, the homework assigned by the Western instructor to the Chinese students 
should be straightforward, comprehensible, and as translatable as possible (Ho, 2010). This is 
because challenging English homework assignments can be incredibly overwhelming for 
Chinese students. An assignment that a native English-speaking student could complete in an 
hour might take a much longer time for a Chinese student. It is not unusual for the domestic 
Chinese students to first translate their homework assignments into Chinese, do the assignment 
problems, and then re-translate the assignment from Chinese back into English (Ho, 2010).  
Ho (2010) also suggested that Western instructors learn some simple Chinese and speak 
it in the classroom. Domestic Chinese students are always grateful for the efforts of instructors 
who try to learn Chinese. The instructors may also want to take the time to explain some 
terminologies that are common in the Western world but might be new or unknown to the local 
Chinese students (Ho, 2010). Lastly, the Western teachers might permit students to respond to 
questions in Chinese, then ask other students or a co-teacher to translate the Chinese students' 
responses. 
Conclusions 
Numerous American institutions have strategic collaborations with Chinese universities 
to offer a different level of higher education to the local Chinese students (Ho, 2010). American 
instructors may utilize Western teaching methods to promote active learning at Chinese partner 
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universities. However, some domestic Chinese students might not perceive American instructors 
to be as efficient as their native Chinese instructors.  
The literature review implies that the Chinese collaborative university should observe and 
assess the efficiency of the Western teaching method within their academic programs. Ensuring 
the teaching effectiveness would thus augment the collaborative program's status in China (Ho, 
2010). To have an effective teaching experience in China, American instructors must 
comprehend the Chinese students' learning method preference and their expectations, which are 
likely to be different from those in Western culture. For instance, the classroom activities that 
foster critical thinking might not be instantly relevant to Chinese students due to the cultural 
differences and dissimilar learning skills. 
Conceptual Framework 
The researcher’s own experiences, in tandem with the literature review, were conducive 
to the creation of a conceptual framework, which provides the structure for the categories central 
to this study. Bloomberg and Volpe (2008) defined a conceptual framework as a "repository for 
reporting the findings and guiding the analysis and interpretation" (p. 58) The conceptual 
framework is depicted in both a detailed narrative format (in Appendix H) and a graphic format 
below and provides an organizing structure for reporting the study's findings.  
The conceptual framework consists of three categories, each of which is directly aligned 
with the study's research questions, which are discussed in Chapter 1. As the first research 
question analyzed the various cultural differences encountered by U.S. faculty members teaching 
in a Chinese university, “Cultural-Based Differences – East versus West” was a sufficient 
category. The second research question, which identified the various cultural-based obstacles 
that U.S. teachers faced in China, links well with the conceptual category “Cultural-Based 
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Obstacles.” The third and final research question sought to find out how U.S. faculty overcame 
these cultural-based obstacles when teaching in China, through adapting their teaching styles, 
therefore “Teaching Styles Used” is an appropriate category.  
Each of the conceptual framework's circles consists of some possible responses from the 
potential participants. The researcher applied the information from the literature to set up these 
possible responses. The researcher also tested these three categories of responses by asking 
different educators to finalize each category of responses. 
                      During the data collection of this research study, the researcher will continue fine-tuning 
and adjusting the conceptual framework. Adding and eliminating different responses from the 
conceptual framework is the best way to formulate an improved final conceptual framework for 
this research study. This is because there will always be some missed responses that would  
























East Vs. West 
Cultural-Based Differences
● Conformity vs Challenging       
Assumptions
● Defers to Teachers vs. Independent 
Thinkers
● Complacency vs. Activitiy
Obstacles  Faced
● The students do 
not speak English
● The students are 
not proactive
● The studentds are 
passive learners.
Overcome Obstacles
● Different Teaching 
Styles
● Earing Trust of 
Chinese Students




CHAPTER III: METHODOLOGY 
Introduction and Overview 
The purpose of this research is to explore with 22 U.S. faculty members their perceptions 
of cultural differences they encounter when teaching in China and how they adapt and incorporate 
what they learn in their teaching practice. 
The findings of this study might identify some of the obstacles faced by U.S. instructors 
in China when they travel to China to teach a short, usually two weeks, overseas assignment. 
These findings can provide a guide to prepare U.S. instructors who will go overseas to teach in 
the future, to deal with different learning cultures. The study might also inspire U.S. instructors 
to continue improving their teaching skills through continual reflection on their teaching 
methods. This study aims to be one of the few research studies to enhance short-term overseas 
teaching skills by applying the general principle of learning theories, specifically adult learning 
theory.  
 The research questions of this study are the following: 
1. What are the cultural differences U.S. faculty encounter when teaching in China?  
2. What cultural-based obstacles do participants describe they face while teaching in 
China?  
3. What are the ways that the participants learned to overcome these obstacles? 
The study's methodology will be discussed in this chapter. The layout of the chapter is 
the following: rationale for the qualitative method, the rationale for the case study method, 
research participants (sample subjects), the information needed, research design, data collection 
methods and procedure, data analysis and synthesis, literature review on methods, ethical 
considerations, issues of trustworthiness, limitations of the study, and summary of the chapter. 
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Rationale for Qualitative Research 
          According to Maxwell (2013), a qualitative research design is a flexible and inductive 
method. In other words, a qualitative study can be an expandable research study. Contrarily, 
quantitative research is a fixed design and needs to follow a strict sequence to generate data. 
Qualitative researchers need to constantly assess how the research design operates during the 
research process. This is because the qualitative research design needs to be adjusted and 
changed continuously so that the researchers ensure the findings of the study will accomplish 
what they are seeking (Maxwell, 2013).  
           According to Marshall and Rossman (2016), qualitative research is typically conducted in 
a natural world setting and has a contextual focus. Qualitative research can be either exploratory, 
descriptive, or an explanatory study. Marshall and Rossman (2016) also suggested the qualitative 
researcher must reflect systematically on who he or she is during the inquiry. The researcher 
must be sensitive to his or her personal, contextual information, and aware of how their own 
background will impact the research study's outcomes. The qualitative researcher conducts 
systematic analysis and also applies an intricate analysis that is multidimensional and iterative 
(Marshall & Rossman, 2016).  
          Maxwell (2013) indicated that qualitative researchers must construct and reconstruct the 
research design constantly. In other words, the qualitative researcher must adjust the research 
elements and then evaluate the research implications. Continuous assessment of adjustment of 






Maxwell (2013) stated qualitative studies have five goals:  
a) To better understand the participants' perspectives. The participants' perspectives are the 
real information the researcher tries to comprehend. 
b) To comprehend the process of how incidents, actions, and meanings are molded by 
unique conditions. The researcher can accomplish this even though the sample size is 
relatively small compared to the quantitative method. 
c) To comprehend the process of the event as the priority.   
d) To pursue new findings and relationships between the different variables by modifying 
the design and emphasis. This is possible because of the openness and flexibility inherent 
in qualitative research. 
           Bloomberg and Volpe (2008) assert that some key features of qualitative research 
distinguish it from other approaches. For instance, qualitative research helps the researcher to 
comprehend the holistic process of the incidents and actions that take place. The qualitative 
researcher can develop a contextual understanding of the events. Also, the researcher can 
increase interactivity with the participants. Lastly, not only can the researcher adopt an 
interpretive viewpoint, but the research design can also be flexible (Bloomberg & Volpe, 2008). 
The first part of this study utilizes the qualitative method because of the ability to adjust 
qualitative research continuously. The purpose of this section is to justify the use of qualitative 
research as the best approach for the first part of the study. 
Rationale for Modified Case Study 
          Creswell (2014) stated that case studies are used in many different fields. For instance, the 
case study method has been utilized in education, psychology, sociology, business, economics, 
and community planning (Yin, 2014). Bloomberg and Volpe (2008) indicated that the case study 
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method is an intensive analysis of a social unit. In other words, a case study allows the researcher 
to gain an in-depth understanding of the situation and the meaning of those involved. The 
process, context, and discovery are the most critical and detailed information researchers seek 
from a case study (Bloomberg & Volpe, 2008). Merriam (1998) suggested that the insights 
collected from case studies could directly impact policy, practice, and future research.   
          Yin (2014) stated that researchers utilize a case study method because the method applies 
to real-world situations. Through the collection of pertinent case information, the researcher is 
likely to comprehend and engage the crucial context and apply it to his or her research study. 
There are some essential features of the case study method. For instance, Yin (2014) suggested 
that case study analysis can handle multiple variables and data points. The case study has 
multiple variables because the researcher implements an in-depth analysis, studies the case for an 
extended period, and explores background conditions surrounding the incident. In other words, 
the relevant information is abundant for a researcher to analyze to the fullest extent, which the 
other methods do not provide.  
           In addition, when utilizing the case study method, the researcher depends on multiple 
sources of evidence to achieve validity and reliability through triangulation (Yin, 2014). This 
case study feature can eliminate some potential obstacles to data collection. 
Bloomberg and Volpe (2008) utilized the case study method in their study. Bloomberg 
and Volpe's (2008) case study clearly presents the step-by-step process of conducting an efficient 
research study. By utilizing the case study method, the researcher can capture valid and reliable 





Research Participants (Sample) 
 The study site is a well-known fashion college in the U.S. There are roughly 1,000 full-
time and part-time faculty members employed by the college at any given moment. The study 
participants (sample) were 22 faculty members selected based on the following criteria: 
1) Have been assigned to teach in China for a short-term teaching assignment.  
2) Have taught in China within the last five years. 
3) Taught in China at least two times or more.  
4) Have been teaching at the college level for more than three years. 
5) Supported by the faculty members' home department, Deans, and the Dean of 
International Studies. 
Since the number of participants qualified for this research study is limited, the researcher 
identified all viable participants by obtaining the name list from the Dean of International Studies 
office. After obtaining the list of potential participants, the researcher contacted them by email to 
explain the purpose of the study.  
The researcher indicated to the potential participants that they were identified by the 
Dean of International Studies office as an instructor who taught in China. The researcher 
provided the details of the study to the potential participants, including the expected commitment 
from the participants, the research study overview, and an invitation to join the study. The 
researcher's invitation email requested the potential participants to provide their names and the 
subject and class description they taught in China. Lastly, the researcher indicated that their 
participation is highly encouraged but voluntary. 
When invited participants agreed to participate in the research study, the researcher 
provided them the following required information about participation: 
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a) Information about potential risks of the research study 
b) Informed Consent form 
c) The participant rights 
Since the research study has to comply with the guidelines created by the Internal Review 
Board, IRB, of the researcher's doctoral study institution, and the IRB at the researcher's home 
institution, the researcher has to follow all of the requirements before conducting the study. 
Overview of Information Needed 
          This research study focuses on 22 faculty members from a U.S. fashion college who have 
taught in China. In seeking to comprehend how these faculty members handle short-term 
overseas teaching assignments, four research questions were explored. The study's conceptual 
framework determined the desired information to answer these four research questions. 
According to Bloomberg and Volpe (2008), there are four categories of qualitative research 
studies:  
a) Contextual 




         The researcher assembled the contextual information about the college that employs the 
participants as well as the institution in China, where they conducted their short-term teaching 
assignments. The researcher documented the institutions' structure, student population, teaching 
environment, mission statement, and vision for their respective institutions.  
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          The researcher can collect the contextual information of both institutions from the 
institutions' websites and catalogs. The contextual information allows the researcher to better 
comprehend the working and teaching environment of both institutions. It is crucial for the 
researcher to use this contextual information to compare and contrast the differences between the 
teaching and working environment of the two institutions.  
Perceptual  
          The perceptual information includes the faculty members' perceptions of what they needed 
to know to teach in China and how they faced and handled the learning and teaching cultural 
differences and obstacles.  
Demographic Information 
          The researcher collected demographic information from the participants after each of the 
in-depth interviews. This data includes gender, age, ethnic group, educational background, work 
history, languages spoken, and home residence information.  
 Theoretical 
           The researcher continued to assess and revise the literature review section of the 
dissertation. Implementing a literature review process enhanced the researcher's understanding of 
the different kinds of research studies. The researcher also gained valuable knowledge on how to 








Research Design Overview 
The following Table 3.1 synopsizes the different phases of the research study: 
Table 3.1:  
Different Phases of Research Study 
Step 1 Research Topic Identification: The researcher’s experience teaching and living in 
China informed the choosing of a research topic related to the experiences of U.S. 
faculty who teach on short-term assignments in Chinese universities.   
Step 2 Literature Review: The researcher compiled and examined the relevant work of 
scholars and researchers on the topic of adult education theory, as well as the 
differences in learning and education culture between China and the West. The 
selected literature review provides background for the research topic and 
establishes links to the study in question.  
Step 3 Identification of Participants: The researcher identified the participants based on 
relevant criteria, i.e.: their experiences teaching in China.  
Step 4 Interview Questions and Protocol: The researcher created and finalized the 
interview questions to be asked to participants, and established the necessary 
protocol to ensure a safe and successful interview. 
Step 5 Proposal Hearing: 5/30/2020 
Step 6 IRB Approval: The researcher submitted the necessary documents to the Teachers 
College Internal Review Board for approval to begin the data collection process.  
Step 7 Letter of Invitation and Consent Form: After the IRB approval, the researcher 
contacted prospective participants. The researcher then sent the below documents 
to all interviewees:  
• Letter of Invitation: described the purpose of the research, when and where 
the interview would take place, and the length of the interview. 
• Informed Consent Form: detailed the purpose of the research, participants’ 
rights, confidentiality, and data collection methods.  
Step 8 Demographic Inventory: Participants completed a demographic inventory before 
the start of the interview.  
Step 9 Interviews: The researcher conducted 22 interviews with U.S. participants and 7 
interviews with Chinese participants in order to understand the perceptions of 
cultural differences in the Chinese classroom and how U.S. faculty learn to cope 
and adapt to these differences in their teaching practice. The interviews lasted for 
60-90 minutes.  
Step 10 Interview Transcription and Coding: The interviews, which were conducted via 
Zoom, were recorded, transcribed verbatim, and coded by the researcher.  
Step 11 Inter-Rater Reliability: The researcher brought on two colleagues to code two 
interviews to best ensure inter-rater reliability.  
Step 12 Philosophy of Adult Education Inventory: The Philosophy of Adult Education 
Inventory is designed to assist the adult educator to identify his/her personal 
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philosophy of education and to compare it with prevailing philosophies in the field 
of adult education. The PAEI is self-administered, self-scored, and self-interpreted 
by participants.  
Step 13 Data Analysis: Data collected from the interviews was analyzed individually, 
coded, interpreted, and synthesized according to the Conceptual Framework.  
 
Data Collection Methods and Procedure 
In-depth interviews and questionnaires are the two major data collection methods in this 
research study. The researcher utilized these methods to comply with the triangulation 
requirement of the research study. 
In-Depth Interviews 
The in-depth interview is the primary data collection method in this research study 
because the interview method is one of the most used techniques in a qualitative research study. 
The researcher expects to capture abundant and prosperous information from the participants 
through the in-depth interviews. Creswell (2014) suggested researchers can get participants' 
personal perspectives and experiences of an incident through in-depth interviews. Bloomberg 
and Volpe (2008) also indicated that using the interview method can provide the researcher with 
an opportunity to clarify the study to the participants. Lastly, the researcher can probe for more 
information from the participants during the interview.  
 Interviews were conducted by using Zoom from the researcher's workplace or his home. 
The participants could also be interviewed at their workplace or home while using Zoom's video 
conferencing software. Zoom Video Communications, Inc. (Zoom) is an American 
communications technology company, which provides free video conferencing to Teachers 
College students.   
 At the beginning of each interview, the researcher indicated the research purpose and the 
interview process to the participants. The participants of the study were encouraged to respond to 
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all the interview questions freely. Each interview was also audio recorded by Zoom, with the 
participants' permission, for transcription purposes. Each interview process lasted approximately 
60 – 90 minutes long. The researcher reviewed and listened to the recordings and transcripts after 
each interview and made additional notes.  
The Philosophy of Adult Education Inventory 
 According to the study's initial research design, the data was collected using two different 
data collection methods – an in-depth interview and the Philosophical of Adult Education 
Inventory questionnaire. The Philosophical of Adult Education Inventory questionnaire is the 
second research method. The questionnaire was distributed to the participants before the 
interviews via email.  
Secondary Level of Interviews Conducted with the Co-Teachers in China 
The interview procedure for the co-teachers in China was similar to that of the U.S. 
participants. The researcher interviewed 6 to 7 Chinese co-teachers from the Chinese university 
in China via Zoom. The only criterion to select the Chinese participants was their co-teaching 
experience in any course with a U.S. faculty member in the same U.S. and Chinese university 
collaboration program. 
Interviews were conducted by using Zoom from the researcher's workplace or from his 
home. The participants could also be interviewed at their workplace or home through Zoom's 
video conferencing software.  
At the beginning of each interview, the researcher indicated the research purpose and the 
interview process to the participants. The participants were encouraged to respond to the 
interview questions freely. Each interview was audio recorded by Zoom with the participants' 
permission for transcription purposes. Again, each interview process lasted approximately 60 – 
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90 minutes long. The researcher listened to the recordings and transcripts after each interview 
and made additional notes. 
Data Analysis and Synthesis 
           There are many challenges for the researcher in handling a large amount of data and 
transferring the data into patterns. This is because the process of building patterns into the 
conceptual framework is not straightforward (Bloomberg & Volpe, 2008). The researcher 
assigned codes to the transcript and used the coding legend as a guide.  For this study, the 
researcher followed the "formal" data analysis process described by Bloomberg and Volpe 
(2008). The researcher first assigned codes to the transcripts by applying the conceptual 
framework of the study. The coding categories strictly refer to the conceptual framework of the 
research study.  
          The researcher had several discussions with other colleagues to confirm that the coding 
procedure was valid. The written narrative by the researcher was also presented during these 
discussions. Information, coding procedures, and narratives served as a cross-checking 
procedure. The researcher conducted an inter-rater reliability exercise by giving two colleagues 
this coding legend and copies of the same interviews in order to determine if they derive the 
same codes. Initially, there was approximately 85%-90% agreement. Through subsequent 
discussions, the differences were reconciled, and the group arrived at a consensus vis-à-vis the 
coding.  
            According to Bloomberg and Volpe (2008), data synthesis means putting all the pieces 
together and providing an integrated justification of the data. In other words, the researcher links 
all the clusters of data together. Then, the researcher identified any similarities or differences in 
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the data. Lastly, the researcher concludes with the implications of the study and other practical or 
research-related recommendations.  
Literature Review on Methods  
           This literature review on the methods exhibits each research method utilized in this 
research study. The strengths and the weakness of the interview method, and 
survey/questionnaire are presented accordingly.  
Strengths of the Interview Method 
Interviews are used in qualitative research when the researcher seeks to comprehend the 
participants' perspectives and experiences related to the research topic (Kvale & Brinkmann, 
2009). Through conversation, researchers not only get to know the participants, but also learn 
about the participants' experiences, feelings, attitudes, and the participants' world. (Kvale & 
Brinkmann, 2009).   
          Stake (2010) indicated that a qualitative researcher utilizes interviews for acquiring unique 
information from participants. The researcher could also collect a numerical accumulation of 
information from many different participants. Lastly, the interview can provide information 
which the researcher is unable to get from other methods (Stake, 2010). 
Weaknesses of the Interview Method 
According to Bloomberg and Volpe (2008), even though the in-depth interview method 
provides plenty of benefits, it has some disadvantages. For instance, some of the participants 
might not be accommodating with the researcher. The participants might provide untrue 
responses to the questions asked. The researchers also need to have certain interview skills to 
capture sufficient information from the participants. In order words, if the researcher does not 
have proficient interview skills, the outcomes could be negatively impacted. Lastly, Bloomberg 
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and Volpe (2008) indicated the interview method is only verbal communication or interaction 
between the interviewer and the interviewee. In other words, the interview is not a neutral 
instrument to implement data collection 
Strengths of the Survey Method  
According to Bloomberg and Volpe (2008), one of the advantages of the survey method 
is that it is relatively easy to administrate the technique. The survey method is also relatively 
modest to implement and accomplish the task. Another advantage of using a survey is the 
economy of the design. In other words, the cost is relatively lower than other methods. The fast 
turnaround is another reason to utilize the survey method. Lastly, the survey method can also 
categorize the different characteristics or attributes of a large population from a small group of 
samples (Creswell, 2014). 
Weaknesses of the Survey Method 
          One of the shortcomings of the survey method is encountering issues when the study is 
complex. For instance, Bloomberg and Volpe (2008) indicated that when the research study is 
attempting to capture complicated social relationships or convoluted interaction patterns, the 
survey might provide inadequate values.  
 Ethical Considerations 
According to Bloomberg and Volpe (2008), in any research study, the researcher must be 
aware of the ethical issues of their research study. For instance, researchers should protect the 
participants in their studies. The information the participants provide to researchers should be 
handled confidentially.  
The researcher followed the below procedure to ensure that the participants of this 
research study were protected and treated privately: 
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First, the researcher complied with all of the guidelines from the Internal Review Board's, 
IRB, at his doctoral study's institution. Furthermore, after receiving approval from the IRB, the 
researcher sought support from his home institution's IRB and investigated the Chinese 
university's research guidelines to get their approval as well. 
           Second, the researcher completed the Collaborative Institutional Training Initiative, CITI, 
training in 2019. The researcher obtained the required CITI certificate for conducting human 
subjects, participants, and research. The research study should be considered a low risk to human 
participants; the expedited review is anticipated to be granted.  
           Third, the researcher sought written consent from each of the participants. All of the 
participants' rights and interests are of primary importance when the researcher reports and 
publishes the data). All of the participants' names and identities, as well as the significant 
characteristics of the sample institutions, were kept confidential. Lastly, besides the researcher, 
no one else had any access to the research-related records and data (Bloomberg & Volpe, 2008). 
Issues of Trustworthiness 
         Marshall and Rossman (2016) emphasized that trustworthiness is crucial for a qualitative 
research study. On the other hand, quantitative research studies require validity, reliability, 
objectivity, and generalizability. Since this research study is a qualitative study, the researcher 
applied the qualitative terminologies and concepts to the interview section and the quantitative 
terminologies and concepts for the survey section.  
            Since the sample sizes of qualitative studies are usually smaller than quantitative studies, 
qualitative research rarely attempts to conduct experimental designs that could help to build 
cause-effect relationships. On the other hand, qualitative research studies seek an in-depth 
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exploration and aim to create relationships with the participants of the study (Marshall & 
Rossman, 2016).  
          Reliability in a quantitative research study usually focuses on producing similar results 
across the administration. This is because the application of a relevant and suitable instrument is 
a crucial factor in quantitative research (Marshall & Rossman, 2016). On the other hand, in a 
qualitative research study, the researcher is the instrument. Marshall and Rossman (2016) 
indicated that researchers need to distinguish the qualities that make them personally credible 
and ensure the data interpretation is trustworthy. 
           Creswell and Miller (2000) established the procedure for researchers to confirm their 
qualitative study is trustworthy. The researcher implemented triangulation to confirm his 
qualitative study’s trustworthiness. 
Maxwell (2013) also had a similar list of strategies for ensuring validity. Most of the 
suggestions were derived from Lincoln and Guba's (1985) study. The classical terms for 
reliability, validity, objective, and generalization were modified. The revised terms are 
credibility, dependability, confirmability, and transferability (Marshall & Rossman, 2016).  
Credibility 
In this research study, the researcher transferred all the participants' data precisely, as 
stated in the study's record. This is because credibility refers to the accuracy of the participants' 
thoughts, feelings, and actions (Bloomberg & Volpe, 2008).   
The researcher applied Creswell and Miller's (2000) procedure to ensure the credibility of 
the research study. First, the researcher implemented triangulation. In other words, there were 
two different data collection methods to cross-reference. The two research methods are in-depth 
interviews and questionnaires. 
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Second, the researcher identified the evidence. By having extended time in the field and 
applying the reflexivity model during the research process, the researcher can further confirm the 
study's credibility is high. According to Creswell (2014), reflexivity means the researchers have 
reflections during their study. Their reflections on certain elements have an impact on the 
interpretation of the study. For instance, the researcher's biases, values, and personal background 
– gender, history, culture, and socioeconomic status – would affect the researcher's interpretation 
of the study.  
Third, having an editor review the researcher's notes and the material maximized the 
accuracy of the data. The editor reviewed the researcher’s interpretation for consistency in how 
the data was presented.                                                                                                 
Dependability 
          High dependability means the results of the research study could be easily replicated by 
other similar studies (Bloomberg & Volpe, 2008). Lincoln and Guba (1985) asserted that the 
dependability of a qualitative research study's findings relies on the data collection being 
consistent and dependable. In other words, without a reliable and consistent data collection 
method, the research study will not be able to easily duplicable. 
          In this research study, the researcher handled all the data collection by himself to ensure 
all the interviews are consistently handled. Another procedure suggested by Creswell and Miller 
(2000) is to implement triangulation to affirm the dependability of the data. Having two different 







According to Bloomberg and Volpe (2008), transferability refers to how well the research 
study could be duplicated in another similar context. The assessment of this study's 
transferability is based on the following factors: 
a) The depth and richness of the description provided in the shared components and the 
sensational experiences of the discussion. A qualitative research study can provide the 
reader with a full and genuine picture (Bloomberg & Volpe, 2008). 
b) Detailed contextual information that the researcher could provide to offer a shared 
experience with the participants (Bloomberg and Volpe, 2008). 
In this research study, the researcher collaborated closely with participants by offering 
abundant detailed contextual information. As a result, the participants shared more information 
with the researcher. The rich and nuanced information provided in this study will also increase 
the viability of the transferability of the study. In addition, having extended engagement in the 
field will also strengthen the transferability of this research study. 
Confirmability 
           Marshall and Rossman (2016) defined confirmability as the process by which qualitative 
researchers match the different research ways to the conventional objectivity concept. 
Bloomberg and Volpe (2008) indicated that the confirmability of a study parallels the 
quantitative study's neutral view. Thus, the findings of the research would not be the researcher's 
subjective view.  
          In this research study, the researcher audited trials to ensure the objectivity of this study. 
Furthermore, the researcher conducted continuous reflection by reviewing journals, memos, 
emails, and transcripts to ensure the research study is not biased or subjective.  
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Limitations of the Study 
           This research study consists of the following limitations: Some of the limitations are 
ordinary issues in a qualitative research study. For instance, the researcher's biases may be one of 
the issues. The researcher knows some of the participants personally, and this is the scenario that 
Bloomberg and Volpe (2008) described as participant reactivity. There might also be some 
concern for the participants that the researcher may identify some private information. Some 
U.S. participants might not be interested in interviewing.           
Because of the above limitations of this research study, the researcher implemented the 
following tactics to minimize the issues related to these limitations:  The researcher stated the 
participants' issues upfront. The data collection process was supervised and audited by the 
researcher's advisor. The names were also eliminated from the interview data. The researcher 
sought to minimize the potential subjectivity issue by evaluating the data inappropriately. 
Besides, the researcher might have another colleague interview some of the participants who are 
friends or acquaintances of the researcher.  
           The researcher understands the issue of restriction for participant samples. All of the 
participants were recruited from one institution, which is also the researcher's current place of 
work. There is only a limited pool of people to be randomly selected to be the participants of the 
study. 
          Although there are a few limitations of this study, the researcher attempted to maximize 
the rich information captured from the interviews. Reflection provided opportunities for the 
researcher to be cautious, make adjustments, exercise continuous assessments, and minimize the 




Setting of the Study 
                        In the next section before the findings, it will be noteworthy to present a short overview of 
the two sites in order to provide background and context for the research. There were two sites 
under study: one under the pseudonym of the U.S. Apparel University, the other at a university 
in China, under the pseudonym of China Yifang University. China Yifang University sought 
collaboration with the U.S. Apparel University in the 1990s, in relation both to learning and 
adopting recent technology and modern teaching methods. Such collaboration was congruent 
with the interests and practices of both institutions.   
                     The relationship between the U.S. Apparel University and China Yifang University has 
been ongoing for over a decade. Sixteen U.S. Business and Technology and Art and Design 
faculty members have had the opportunity to teach at China Yifang University for two weeks 
each year. Several faculty members have been invited back multiple times to teach at China 
Yifang University. In sum, over 50 U.S. instructors have taught at China Yifang University, in 
over 200 in-person classes, and more recently over 20 remote classes.  
There are two collaborative programs between the U.S. Apparel University and the China 
Yifang University. As a partner with the China Yifang University in this crucial project, the U.S. 
Apparel University implemented the curricula design together with the China Yifang University. 
The U.S. Apparel University also sent U.S. faculty members with specialized academic and 
industry experiences to teach at the China Yifang University and co-designed curricula. The U.S. 
study site’s faculty members taught all of the China Yifang University students in the 





Summary of the Chapter 
          This chapter provides a thorough description of the methodology of this research study. 
This study is a qualitative case study. In other words, both qualitative methods and quantitative 
methods are applied in this research study. In-depth interviews serve as the qualitative approach, 
and a questionnaire serves as the quantitative approach.  
The study's purpose is to analyze 22 U.S. faculty members’ perceptions of cultural 
differences they encounter when teaching in China and how they adapt and incorporate what 
they learn in their teaching practice. The participants will describe their teaching experiences in 
China, how they have learned to overcome the obstacles they have faced, and how the 
participants have applied what they have learned. 
There are two data collection methods utilized in this research study. The researcher 
conducted in-depth interviews with 22 participants. The Philosophical Inventory in the adult 
learning principle questionnaire was sent to participants. Lastly, the secondary interviews with 
other faculty members in China were conducted. Triangulation is also a crucial part of this data 
collection. All data sources cross-reference each other.  
The credibility and dependability of this research study were examined by conducting 
inter-rater reliability, as discussed above (p. 62). For instance, triangulation, as well as the 
researcher's academic advisor, auditor, and editor, reduced any potential issues of 
trustworthiness. Lastly, the research study's limitation is present in the study; for instance, all the 
possible biases are listed upfront. 
          The literature review was conducted to develop the conceptual framework for the research 
study's design and evaluation (Bloomberg & Volpe, 2008). Additionally, the literature review 
identifies the major themes for the findings of the study. The researcher compared the study's 
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findings to the literature, and the conclusions of the research will be drawn. Recommendations 
for future research will also be presented.  
The objective of this research study is to understand the challenges faced by the U.S. 
faculty who teach in China on short-term assignments. The study aims to discover how they 
learn to adapt to the teaching and learning challenges. By improving understanding of the 
challenges that the faculty members might encounter, the study can provide guidelines and better 
preparations, both psychological and practical, for new faculty members when they first accept a 
short-term overseas assignment. Furthermore, it is hoped that this study will also be valuable to 
the overseas program developer. For instance, the study's potential contribution could include 
how to prepare the students abroad to learn more effectively, given the dissimilarities between 





CHAPTER IV: RESEARCH FINDINGS 
             The purpose of this research was to explore with 22 U.S. faculty members their 
perceptions of cultural differences in the Chinese classroom and how they learn to cope and 
adapt to these differences in their teaching practice.  
           This chapter presents the three key findings that emerged from the participants' responses 
to the study’s research questions. Excerpts from participants’ interviews are woven into this 
chapter and the next to convey the richness of their stories. These excerpts provide context and 
details that are important to the analysis and subsequent understanding of how the participants 
see themselves within the teaching profession as they took up the challenge of teaching in an 
entirely different culture. 
The objective and goals of this study were outlined by the following research questions: 
(1) How do the participants describe the culture-based differences they encounter teaching in 
China? (2) What cultural-based obstacles do participants describe they face while teaching in 
China? (3) What are the ways that the participants learned to overcome these obstacles?  
Findings From the Philosophy of Adult Education Inventory 
After the interview, each of the U.S. participants was asked to fill out the Philosophy of 
Adult Education Inventory. This inventory was voluntary. Any individual could self-identify as 
following more than one set of beliefs about their philosophy of adult education. 
The following Distribution Chart of the Philosophies of Adult Education (Kreiger, 91) indicated 
each participant's scores from the U.S. The participants were categorized into 
Liberal/Progressive, Behaviorist, Humanist and Radical. 90% of the participants were 
categorized as Liberal/Progressive educators, and 86% of the participants were categorized as 
Behaviorists. 24% of the participants were considered to be Humanist educators. Lastly, 29% 
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were considered to be Radical educators. Please note, one of the participants declined to 
complete the inventory, therefore there are 21 participants listed in the chart below, instead of 22.  
Table 4.1: 
Distribution Chart of the Philosophies of Adult Education – The Participants 
Participant 
LIBERAL 
/Progressive BEHAVIORIST HUMANIST RADICAL 
John X X     
Sophia  X X     
Lucia  X X X   
Todd  X X     
Mitchell    X     
Oscar  X X X   
Mel  X X     
Bjoy  X X X X 
Maggie  X       
Vernon  X X X X 
Jan  X X X X 
Jerry  X       
Kirst          
Frank  X X     
Coren  X X   X 
Mark  X X     
Scott  X X   X 
Marie  X X   X 
Pete  X X     
Betty  X X     
Victor  X X     
          
n=21 19 18 5 6 
100% 90% 86% 24% 29% 
      
      
      
      
      






The three major findings that were determined through the collecting of the interview 
data in this study are: 
1. All participants (100%) indicated that they were aware of the cultural differences 
between Chinese classrooms and American classrooms. 
2. An overwhelming number of participants (96%) reported that they encountered 
significant cultural-based obstacles while teaching in China, primarily around the 
passivity of students and the realities of living under an authoritarian regime. 
3. A substantial number of participants (77%) indicated that they needed to use new 
teaching styles in order to address and overcome the challenges present in the Chinese 


























Finding # 1: All participants (100%) indicated they were aware of the cultural differences 
between Chinese classrooms and American classrooms. 
 
All the interview participants were asked to indicate whether they were aware of any 
cultural differences between Chinese and American classrooms. An overwhelming 100% of the 
participants indicated that they were aware of the Chinese classroom's cultural differences when 
they went to China to teach at China Yifang University. See Appendix K for the relevant 
frequency chart. 
Table 4.2: 
Outline of Finding # 1 
Finding # 1 
All the participants (100%) in the study indicated that they encountered cultural differences in the 
Chinese classroom. The participants also stated the following differences between the Chinese classroom 
versus the U.S. classroom:                                                                                                                         
Aware of the Cultural Differences (100%)  
    - Behavioral Differences  
     - Cell Phone Usage of Students  
     - Lack of Personal Space                                                                                                               
 Education Level and Motivation of Students at the China Yifang University (77%) 
 Differences in Language (77%) 
 Lack of Classroom Participation (77%) 
 Notions of Authority and Respect for the Teachers (73%) 
 Surprising Cultural Aspects of China (59%) 
 Differences in Learning Attitudes Amongst Male and Female Students (36%) 




All Participants Were Aware of the Cultural Differences (100%) 
          Notable cultural differences between teaching in China and the U.S. were expected. All 22 
U.S. participants (100%) were well aware of the cultural differences. Based on the U.S. 
participants’ descriptions, there were various aspects of the cultural differences between the 2 
teaching environments.  
                  Behavioral Differences. 
         Many participants observed that Chinese students react and behave differently than their 
American counterparts when placed in a classroom setting. Jan mentions that students did not sit 
in the front row. “Students didn't want to sit in the front rows, all the front row seats were 
empty.”  
Additionally, Victor explains that the Chinese students listened but did not ask questions. 
“They are taught more to listen than to challenge or to ask questions.” Coren S. also states that 
the Chinese students were quiet in the classroom. “They are expected to be quiet, and they never 
talk much in the classroom.”  
In terms of classwork behaviors, Betty remarks that the Chinese students preferred group 
projects. “I know they like to work in groups, like as teams and I feel like in the U.S. everybody 
wants to be more creative than the student next to them.” 
 Moreover, Kirst observes that the Chinese students were either right or wrong, and  
 
there was not any grey area in their answers. “I find that's a big cultural difference. The  
 
participation and the type of answers or participation that you get. All Chinese students are black  
 
and white, but they're like this.” 
 
Michael says that the Chinese students were less arrogant than the U.S. students. 
I feel that the kids in China deal with entitlement differently than the kids in the States; 
the kids in the States are a little more arrogant when they have a lot of money than the 
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kids in China. I felt it's a more formal culture because they're not as overly arrogant in 
their own comfort.  
 
On the other hand, Jerry says some students were taking a nap in the classroom and it was  
 
acceptable to the China Yifang University’s administrators. “But I did have problems with kids  
 




Maggie mentions that a Chinese student took her work without asking her. The 
student thought that would be fine because they got the information anyway. “I told her that was 
inappropriate. You can't take my work without first of all asking my permission.” 
Jess highlights the notion of conformity in Chinese culture, which can account for their 
lack of participation.  “The Chinese culture seems to be conformity. Bringing in personal 
thoughts and opinions, all of those to me are very vital in the educational process. And I don’t 
think it is really done in the Chinese educational process.”  
                        Cell Phone Usage of Students. 
 
Cell phone usage was also part of the cultural difference between the U.S. and the 
Chinese classroom. Most of the participants spoke negatively about excessive cell phone usage 
by Chinese students. Mel explains that he preferred his students to write their notes because they 
would memorize the information better.  
I really don't like students using their phones in the classroom because research shows 
that if you write things down, you will be more likely to remember. But they were using 
their phones also to take photos. I never shared my presentations with the students, so 
they were using the phone to take photographs. 
 
Jan concurs with Mel, as she states that using a cell phone in the classroom is okay in 
China: “The one cultural difference I feel was using cell phones frequently in the classroom." 
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Victor also agrees that using cell phones was part of the Chinese students' communication 
methods among themselves. 
 The method of communication between the students and the teacher is through WeChat. 
I barely communicate with any student via email. And the only reason I did it via email 
was that it was a former student who studied in the U.S. and went back to China after her 
studies. But the WeChat platform is a social media platform believe it or not, not an 
educational platform. 
 
Jerry mentions that the Chinese students used their cell phone for everything as well,  
 
even for creating an Excel spreadsheet. 
 
I think they use cell phones for everything. I even see they use a cell phone for Excel 
spreadsheets, which may not be surprising to you, but surprising to me on cell phones. I 
asked the Chinese Instructor; you know they're really on their cell phone? And he said, 
leave them alone again. 
 
 Lack of Personal Space. 
 
China does not possess the same concept of personal space as is found in America. Jan 
conveys this idea. “Personal space and manners in the U.S. versus in China were culturally 
different as well.”  
 Maggie highlights how people in the U.S. think of personal space. “The idea of personal 
space in America, we have that idea of, like really getting into your face and getting close, and I 
think that's one thing that's a big difference with Chinese students.” 
Victor also underscores the importance of personal space for U.S. faculty in China, as 
shoulder touching is accepted in China, but not in the U.S.  
There are many adjacent seats in terms of proximity of one student to the other. They are 
very close. And that, you know, could violate personal space culturally. Their shoulder 
against your shoulder, and honestly, in America, this shoulder touching is not 
acceptable… Students also get pretty close to you, there's no barrier of personal space. 






Education Level and Motivation of Students at the China Yifang University (77%) 
           Many of the participants also noticed significant differences between American and 
Chinese students at the China Yifang University when it came to knowledge and skill level. Mel 
describes the Chinese students’ internet and computer knowledge as being very strong. “So much 
access to social media, you know, even though there's a firewall they can get around that, they 
know what's going on.” Jan agrees that Chinese students’ knowledge of technology is very high, 
but also added that they have an impressive understanding of online business. As Jan notes: “So, 
compared to the U.S. student, [Chinese students] know much more about the e-commerce.” 
 When discussing the STEM skills of Chinese students, Bjoy was very impressed, owing 
it to the differences in American and Chinese education systems. "I think because of their 
educational system, their preparation in STEM is much better. I think among Asian students, the 
physics or the math, for example, is much, much stronger than I found with domestic students.” 
Jerry also praises the Chinese students’ math skills. “Asians are much better in math, and I'll tell 
it. They were pretty good [in math courses]. They were great academic classes.” 
Todd and Mitchell describe the learning attitude of the Chinese students, in comparison 
to U.S. students. "I’ll say it again, they are better students. They understand, and they also try to 
learn something extra. They always try to impress me, try to show off” (Todd). 
 Chinese students would be of a higher caliber than the [American] students. 
And the kids would stay up, and they would do their best to do it. I assumed that the 
students realize they had a different educational experience than someone with a different 
worldview. They would be appreciative, plus realizing how different young people are 
globally. These are smart people, and this is not their language (Mitchell). 
 
Furthermore, Betty mentions that the Chinese students worked harder than the American 
students. “They try harder. They really want to achieve an A. They get so upset that they don't 
get an A. I feel they work harder than our students do, so that I feel for me as a plus.”  
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Maggie also praises the Chinese students’ diligent work and exceptional performance, despite 
the language barrier.  
Working with students with a language completely different from yours and still being 
able to convey the knowledge that you're trying to convey and getting the level of work 
that is required not only by the school is challenging. But the standard of work that I 
expect from the students, the projects that the students were able to achieve, I saw how 
happy the students were and I was pleasantly surprised by some of them and that was an 
amazing level of work. 
 
Likewise, Vernon commends the Chinese students’ stunning works and performance 
even under a limited time frame. 
 There were some students that just completely stunned me and not only one time. 
You just don't know how they could do it in the time frame they had. We had one 
student; she actually did two complete garments at the highest level. You probably would 
have seen really exceptional ideas. 
 
Sophia also compliments the students for following instructions and doing their 
homework the way that she taught in class. “They will follow the instructions exactly, so the 
homework is similar.” 
Mark indicates that the Chinese students had the desire to learn new information, and  
 
they worked extremely hard to better their future. 
 
It is just the cultural uniqueness that makes it expressed differently. The context is 
different, but the drive is always there, and their interest in everything new and interested 
in new topics. They want to learn. They want to get better in their life. 
 
Similarly, Pete feels that the Chinese students’ commitment to challenge and push their 
limits, leads to very good work in a short period of time. 
I find that the level of commitment to their own work is very impressive. I find that the 
students are very driven. They really push themselves in terms of, you know, producing, 
not only what is required in the class, but they tend to kind of push themselves a little bit 
further, I find that creatively. I've seen some amazing things come out of students who, 
are starting the two weeks’ session. 
 




English. Mel discovered this when the students presented their PowerPoint slides. 
 
 One of the things that I learned was also that these kids do understand English right. 
So, they do a PowerPoint presentation, and they do it in English, and every one of them 
speaks in English. Now, some have a better command of the language than others. 
 
Bjoy also mentions that the students’ English skills were quite good. This is due to the 
fact that the Chinese students were required to take an English exam prior to entering China 
Yifang University. 
Their English was very good. They're very comfortable in English. And from what I 
understood from them when I learned more about them, they have to take an English 
exam, which is countrywide, to graduate from college. And that's a very high level of 
English, so language is not a problem anymore, and their fundamentals are stronger. 
 
Lastly, Kirst concurs that her Chinese students all had previous classes in English.  
“When I was there in January, I had engineering students for product development, and they 
were fantastic, they get instruction in English.” 
Differences in Language (77%) 
 
Although some of the students at the China Yifang University possessed adequate 
knowledge of English, there remained a language barrier, as English was not their mother 
tongue. This led many of the U.S. instructors to make adjustments in their teaching methods.  




I slow down my English, and I concentrated more on showing them the various 
techniques and repeating draping techniques. But the main difference, of course, is 
language, perhaps, body language is a little bit different, you know, between us. So, those 
are some differences. 
 
John explains that he had to speak slower and in more detail in the Chinese classroom.  
 
“There is a language barrier there. I just have to be more detailed; I need to go slower. I know  
 




Chinese class as English was also his second language, so he understood how challenging it 
could be for the students. “If I have to find experience, it just probably a language barrier. I guess 
because I'm also an English as a second language speaker. So, what I would do is that I tried to 
speak very plain English, also short sentences, not compound paragraphs.” 
Lack of Classroom Participation (77%) 
Most of the U.S. faculty members complained that their Chinese students were reluctant 
to participate in the classroom, often causing frustration amongst the visiting professors.  
 Mitchell mentions that the Chinese students were passive learners, and they did not want to 
interrupt the class and raised their hands to ask questions. 
I think the Chinese students were more conditioned to sit attentively and to listen and 
take notes, but I was asking my way of testing. It was a cultural stylistic issue there; 
they're not going to interrupt you and raise their hands. If they don't understand 
something, they might take a note and ask their teachers, and they're not going to answer 
a question. 
 
 Mel concurs with other participants that the Chinese students believe that the professors 
know everything. “I think Asian students, they really don't speak up in class. They don't ask 
questions. And we're the professors; we know everything. It would be nice if they did ask 
questions.” 
 Jan said that most of the Chinese students did not participate in the classroom. “Several 
are really engaged, and then there are other students who are just sitting, looking 
on the phone.” 
Todd also agrees that the Chinese students were reserved. “One thing I can say is that  
 
they are more reserved in a sense that I tried to do an open discussion. They don't participate  
 
because I guess they are just afraid of, maybe speaking English in public." 
 
Mark explains that the reason that the Chinese students do not want to participate in the 
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classroom is that they do not want to stand out from the group. 
Individualism versus collectivism, they don't necessarily want to stand out from the 
crowd. They want to be part of the group in any shape even if it's not always true. 
Because of that, you anticipate it as an influence on class participation, collectively 
speaking, you feel that nobody wants to stay. Nobody's really trying to stand out and to 
stand out even for you to have bright students who are motivated students, but this notion 
of collectivism versus individualism, as opposed to in the U.S. where I couldn't care less 
about the group. 
 
Since Marie has experience working and living in Asia, she is used to the more reserved 
nature of Chinese students and tries to work with this cultural difference, rather than resisting it. 
I've lived and worked in Asia a few times and the students are more reticent to just speak 
up in class. So, I make sure, and I don't, like just focus on the Asian students who are the 
ones who tend to be more reticent on. I'll kind of mix it up so that everybody realizes that 
it's much better to go; you got it. What are the challenges of having them really engaged? 
 
Victor states that the Chinese students were reluctant to speak in the classroom. They  
 
were more likely to listen to their teachers. “I guess the participatory nature of, you know, 
student dialogue and interaction, that the Chinese students are a little more reluctant and 
reserved. They are taught more to listen than to challenge or ask questions.”  
Lastly, Jess shares that he wanted the students to participate in his class because  
 
this was the American teaching technique. 
 
Participation means asking questions, giving input, bringing in personal thoughts and 
opinions; all of those to me are very vital in the educational process. And I think this is 
not really done in the Chinese educational process. 
 
Notions of Authority and Respect for the Teachers (73%) 
 
The hierarchical power structure in the Chinese education system makes for another 
cultural difference. While teaching in China, Mark indicates that power distance made Chinese 
students very dependent and afraid of the authority.  
The main [difference] is power distance. The Chinese students feel very dependent, and it 
comes to a point where we feel dependent upon the authority to take initiative. They don't 
match up because they are afraid of your authority. I sense that they may be afraid of 
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saying the wrong thing to the authority and be punished for that. I try to make them at 
ease.  
 
In addition, most participants found that the Chinese students respected their teachers in a 
greater magnitude than the U.S. students. Sophia states that Chinese students respected their 
teachers. “[Students] are more respectful to teachers that’s for sure. And they're more obedient.” 
 Similarly, Mel praises the Chinese students’ respect for their professors. “We're the professors, 
we know everything, you know, and…they're very nice people there. The nice students, you 
know, they're very respectful.” Oscar also comments that the Chinese students were well-
mannered. “I think that they're really well-mannered, and they're very nice."  
Marie states that the Chinese students truly appreciated having her teach them in China, 
and the students respected her. “I think the very best was at the end of the week. So  
many of the students came up, and they wanted to give me a hug.” Betty also expresses that the 
Chinese students respected her more than the U.S. students. “I feel the students give more respect 
to the professor than the American students do.” 
Moreover, Jerry praises the Chinese students for showing respect to him. "There's a lot of 
respect. No one talks back to you in class.” Additionally, Frank explains that the Chinese 
students appreciate and respect the U.S. faculty members who come to China to teach them. “I 
think the students are much more outwardly appreciative of us being there. You know, extremely 
respectful of their professors, but their professors don't make jokes and that kind of a thing.” 
Coren attributes this respect to the large power distance that there is between the students and the 
teachers. “Really, the main one is the power distance. The respect for authority and respect for 
adults from children.”  
Other participants found that students’ respect for faculty was due to cultural standards 
rather than innate behavioral differences. Bjoy feels that the Chinese students were even overly 
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respectful to their teachers because of the reverence of elders in their culture.  
The respect towards the teacher, towards the person teaching, towards the person in the 
front of the room is extremely high. It is sometimes so high. You are a knowledgeable 
person. They didn't know that they know stuff, but they are very, very, as I said, 
sometimes overly respectful of the teacher. And I think that upbringing, that a part of the 
culture to respect the elders, for example, makes them respect the teachers even more. 
 
 Jan agrees with Bjoy, going on to say that it’s good to teach in China because she knows 
that teachers are highly respected by Chinese students.  
Also, another good thing about teaching Chinese students is that as you know, Chinese 
students have a higher respect for teachers compared to the U.S. culture. In Asia, there is 
a culture that respects the elders, respects teachers, respects anybody who has a senior 
role. 
 
Victor mentions that the Chinese students were not outgoing, and they really  
 
respected their teachers from an early age. "They are not as outgoing, or shall we say, driven  
 
by asking questions as the Western students and this is cultural. They are, I guess, taught at an  
 
early age to respect their teachers.” 
 
Likewise, participant Jess explains that the Chinese students did not ask questions in  
 
the classroom, as they did not consider this to be polite. 
 
So, asking questions in class is not considered polite. It's certainly not considered polite 
to take exception to what a teacher says or question what a teacher says. In the United 
States, we welcome that. There's much more of an emphasis on being polite than there is 
in the United States, especially among young people. I think the Chinese are way ahead 
of Americans in terms of the way that people are raised. Now, I don't think most people 
[in the U.S.] are raised to be polite doesn't seem that way to me. 
 
Differences in Learning Attitudes Amongst Male and Female Students (36%) 
 
The learning attitudes between boys and girls were different. John notices that the  
 




I seem to feel that there's a difference between the girls and the boys. And girls are more 
apt to discuss where the boys are not. I think they have some sort of feeling of 
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entitlement. And every time, 90% of the boys would be in the back. Of course, in the 
classes, you know 80% of girls and 20% of boys right away.  But the boys tend to always 
sit in the back. They are less engaged. And even the girls. 
 
Jan concurs with John’s statements that the female students were more eager to learn. 
"When the students move to the front, it always the females.” Marie also states that most male 
students were not interested to learn.  
I've had a handful of boys that just haven't been interested. Sit in the back, and they waste 
time, and one of them brought a puppy to class. But I always have about four or five boys 
who were just there only because they have to be there; they already have a job lined up. 
They're not interested at all. And so, it's a challenge to keep them from disrupting the 
class. But among the ones who just aren't engaged at all. It's always been boys. 
 
Lastly, Jess remarks that most male students sat at the back and did not pay attention. 
 
It seems to be a much greater cultural divide between males and females. I think as much 
of a cultural divide as there is in the United States. They're almost always male students 
but almost always male, they'll sit at the back. Even though most of my students are 
females, males will sit at the back and not pay attention. I think males think they can do 
whatever they want. 
 
Diversity Amongst the Student Body (14%) 
 
          Much of the U.S. faculty remarked on the lack of diversity in the Chinese classroom when 
compared to the American classroom. Todd notices this lack of diversity when he taught in 
China. “You don't receive really good students or really bad students. Everybody is almost like a 
homogenized.” 
On the contrary, Bjoy explains there were some African students in his class. “The  
 
other thing I found interesting was there were a lot of students from African countries.” 
 
Victor Q. also mentions that he had students from different countries. “We've had students  
 








Surprising Cultural Aspects of China (59%)  
 
 There were a few U.S. faculty members who stated that they would have never 
anticipated what they saw or experienced in China and were therefore surprised. This may be due 
to preconceived notions the visiting faculty had about China in regard to clothing, cleanliness, 
discipline, and cityscapes.  
John states that he did not expect that the Chinese government does not require 
 
clothing to have care labels on them. “Okay, so you know that every garment has to have a fiber  
 
content label. Only about 50% of the garments have labels.”  
 
Some participants spoke unfavorably about the Chinese cultural differences. 
 
For instance, clothing care instructions and classroom and machine maintenance are both very 
different than those in the U.S. Sometimes, different habits create potential misunderstandings 
between the two nationalities. John mentions:  
                          You know that every garment has to have a fiber label. So, there were differences in the      
                          way that it's labeled. So, you know, as far as what the terminology is there, there is no  
                          “Machine Wash & Tumble Dry” label on the garment because only a few people use                
                          dryers in China. 
 
Lucia describes that while China Yifang University had the latest models and most 
beautiful machines, they were very dirty. “I have sat at the machine, and the students were 
embarrassed because I took a paper towel, and I cleaned the machine.”  Lucia also mentions that 
the students worked on the floor or even in the corridor. “Some of them worked on the floor. 
Some of them worked on the table. Some of them worked outside in the corridor. You know, the 
constraints, but other than that, it was perfectly fine. I did what I had to do.” Furthermore, Lucia 
feels that the ways the Chinese students treated their latest models of machines were 
unacceptable. “Again, wonderful sewing machines and the great equipment were neglected by 
[the students] ... They were embarrassed, and they called a repairman to come in and service the 
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machines, but then, the guy said, I'm not going to clean them because I'm not a cleaning person.” 
Lastly, Lucia brings up the issue of copying classmates' homework, which apparently was not a 
problem in Chinese schools, as administrators did not enforce the rules. 
Within that Chinese environment, even when I was there, is the fact that they love to 
copy. The girl I knew looked at me, and she lowered her eyes, and she said: No, I didn't 
copy, and the boy looked at me: I didn't copy either. He was very defensive.  They don't 
even feel guilty about it. 
 
Todd was surprised that Chinese students were more individualistic than he expected. 
“It was surprising to see that students were individualistic, as I think individualism is stronger in 
China.” Todd also expected that China would be similar to Japan, in regard to teachers being 
viewed as a power figure. He was shocked to see that there were a few students in China who 
talked back to their teachers. 
In Japan, for example, the teacher is more like an absolute power figure, you know, but in 
China, well, I'm only speaking out of my experience in China…The surprising part I've 
seen teaching in China is the relationship between professors and students. When 
students criticize teachers, some students actually talk back then defend their work.  
 
On the contrary, Mark observes that there was a power distance between the teachers and 
the students who did not want to participate. "It really shocked me with these two aspects.  
One is this power distance, which [negatively] impacts their participation.” 
Mitchell had an initial shock when he first visited China: “I think that the initial shock 
was the first time.” Mel could not believe that he was in Shanghai, as he thought that he was in 
New York. 
And when I landed in Shanghai, you know, at the airport, I'm in a taxi to go into 
downtown. I'm looking around saying, is this really China? I felt like I was in New York 
because you know that if you look at all the stores. Then I also realized that you couldn't 
really judge the rest of China; you know, Hangzhou, even though it's not a tier-one city, it 
still has more people than New York City. 
 
Jerry comments that his first visit to China was great, but was surprised to see how 
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Chinese students blatantly napped and were not present in his class.  
In the beginning, it was great because I'd never been to China. Shanghai is a fabulous 
city, probably better than in New York. But I did have problems with kids coming in and 
putting their heads down and taking a nap, and I had an assistant in the classroom. I told 
him I didn't have to give assignments. Most of the time and there were never done. 
 
Kirst was also surprised the classroom management was loose in China. "Their classroom 
management is not as strict. And they're not very strict, so I found that their classroom 
management was lacking.” Lastly, Betty expresses disdain that the classroom was so cold. “I 
don't like the cold and trying to teach with a coat on was so difficult.” 
In terms of the pace of teaching, Coren demonstrates that she had to go through the 
materials very quickly, a method that she was not used to doing back in the U.S. “I think the 
administration in China expects you to get through the material very quickly, and I don't think 
that's always the best approach to some of it and just we don't get to spend over the years. We've 












Finding #2: An overwhelming number of participants (96%) indicated that they 
encountered significant cultural-based obstacles while teaching in China, primarily 
around the passivity of students and the realities of living under an authoritarian 
regime. 
Nearly all of the participants indicated that they were met with significant obstacles and 
challenges when teaching in China. These challenges were due to the language differences 
between the teachers and students, the self-censorship of faculty due to China’s strict 
government control, resource availability, and student engagement. See Appendix L for the 
relevant frequency chart.   
Table 4.3:  
Outline of Finding #2 
Finding #2 
 
An overwhelming number of participants (96%) indicated that they encountered significant 
cultural-based obstacles while teaching in China. 
 
Participants described these obstacles in the following categories: 
 
 Language Barrier (77%) 
 Avoidance of Possible Taboo Topics (77%) 
Students as Passive Learners (77%) 
Differences in Facilities and Availability of Resources (55%) 
 Conflict with Local Teachers (51%) 
 
Language Barrier (77%) 
 
A major challenge that many of the U.S. faculty in China faced was the language barrier 
present in the classroom. There were varying levels of English amongst the Chinese students. 
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Both Maggie and Oscar concur that this difference in language gave rise to significant 
difficulties. “Cultural differences are obviously the language barrier. I think the hardest thing for 
me was the language. I think it's two-part. There are students who do understand what I'm 
saying, but cannot speak or respond to what I'm saying.” (Maggie) “The language is a major 
barrier.” (Oscar) 
Vernon indicates that the language barrier created a negative impact on the U.S. 
 
faculty members and the students. “The language barrier affects the relationship with the 
students because you know in China, you need an interpreter.”  
Coren remarks that the Chinese students lacked confidence when speaking English, even 
though their English skills were quite good. “They're very hesitant about their English. I could 
kind of have a conversation with them because I think their understanding of English was okay." 
 On the contrary, Mark noted that the Chinese students had major blocks in their 
knowledge of English, which created some learning outcome issues. 
The concepts and the principles and understanding them, it was driven by a language 
barrier. I had to spend more time to explain new complicated concepts. The main 
challenges that I faced in China corporate international teaching experience was that the 
mastering of English, even hopefully, was very limited. 
 
Mark agrees that he had to spend extra time coaching the Chinese students due to their 
lack of English skills.  
Because of the language barrier, I need to put a lot of time in coaching each team towards 
the advertisement to work for the project team, project corporation that's been a lot more 
time on coaching. There are Chinese students who don't really speak English, many of 
the students in the class didn't speak English well. 
 
Pete B. addresses the language barrier in terms of communication problems. “I certainly 
think that the language barrier plays into that, I think communication is certainly an issue.” 
Betty remarks that it was difficult to convey her humor to the students, as she was not 
	
	 93 
sure that they would understand her.  
Sometimes, I felt like they don't understand me that well. Sometimes I feel like  
something gets lost in the translation. Because I feel they don't understand me, as well as, 
                          like, a Chinese teacher, although they were there, they might not understand what I'm               
                          saying, as well. I realized I speak slower because of I’m from New York, I feel like I                 
                          can't joke around as much with them because I don't think they understand. I think the             
                         joke gets a little lost in the translation because I could say something and laugh, and I see, 
                         they don't laugh when they make you laugh. 
 
Victor also indicates that because of the language barrier, there was a co- 
 
teacher to translate the materials. The Chinese students might just rely on the co-teachers’ 
 
translation instead of learning from the U.S. faculty members directly.  
 
The language barrier in terms of the translation does consume teaching time in a way 
that, you know, normally, if you speak English purely, it's just straight off. With a 
Chinese-based co-teacher and other types of projects, the Chinese students may feel more 
comfortable writing their answers in Chinese. Listen, I'm speaking Mandarin, it's okay, 
and professor, someone will translate for me. 
 
Mitchell and Scott both comment on the Chinese co-teachers’ inadequate English skills. 
“Their kids have studied English a lot, and some of the instructors don't have great English skills 
and some of the students have better skills.” (Mitchell) “There is a difference with language and 
how people really perceive things. The teachers that I had there did not speak English” (Scott). 
Jerry indicates that there were only a few students who spoke English and even the 
 
President of the University did not speak English. “I would say maybe 20% of the spoken  
 
English you could understand, which was surprising. That's the school's fault, not just the  
 
students' fault. I sat next to the President and he spoke no English, it was kind of crazy.”   
 
On the other hand, Lucia said that the Chinese students understood English even though 





Avoidance of Possible Taboo Topics (77%) 
Due to the authoritative and highly surveilling nature of the Chinese government, the 
participants avoided speaking about certain sensitive topics in China. Sophia explains that human 
rights are one of the issues that should not be mentioned in the Chinese classroom. “A culture in 
China is the most conservative one. A lot of topics you cannot really talk about; you have to be 
careful when you talk. For example, you cannot talk about human rights.” 
 Politics and religion are also deemed topics to be avoided in the Chinese classroom. 
Teachers from the U.S. found it best to steer clear of these subject matters altogether. Todd 
summarizes this point. “I just have to be mindful about what I say because I try to make sure I 
don't talk about politics or religion. I realized I should never ever talk about politics.” 
Likewise, Victor indicates that he would not speak freely on economic and political 
issues. 
We (in the U.S.) have the ability to speak freely on any topic from economy to politics 
etc. and everything in between. There is no issue in regard to doing that in the U.S. 
classroom.  But you must be very careful. You're under a different type of political and 
economic system. So, academic freedom would say sort of stunted, right? To a certain 
degree, but it is the cards that you're dealt when you sign up for the program, so you need 
to be careful and not talk anything negative. 
 
           Mel concurs with Victor, stating that political issues should not be discussed in class. “Due 
to the communist system, [teachers] keep the politics out of [the classroom].” Furthermore, given 
China’s high volume of manufacturing factories with questionable working conditions, certain 
participants felt uncomfortable about discussing these issues with their students. Frank avoided 
having a full discussion with his Chinese students about factory accidents, fearing it wouldn’t be 
appropriate. “You know the production accidents, say, Bangladesh, the factories collapsed, 
information like that. I mentioned the incident to make students aware of it, but I don't dive in 
and have a full discussion.” 
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The cultural differences between China and the U.S. when it comes to social compliance 
are immense, and faculty members like Marie had difficulty discussing these labor practices with 
their students. For instance, transshipment and prisoners' labor are not legal practices in the U.S., 
however, they were okay in Chinese students' minds.   
When I talk about social compliance for factories, of course, something you know, 
environmental compliance. One time, one of the students said: Well, we're going to make 
it in China. But then we're going to ship it to Mexico. So, we can ship it into the U.S. 
duty-free after… There's a big legal problem. One of them said, well, we'll go ahead and 
make it in our prisons…But when I talk about labor conditions, I'm always very careful 
on how I word it, but I will talk about the fact that it is illegal in the United States to 
import any goods made by forced labor by prison labor. 
 
Mark also states that his Chinese students were hesitant to voice their opinions in and 
outside of the classroom, as they were fearful of getting punished by the authorities.  
They don't match up because they are afraid of the authority. I sense that they may be 
fearful of saying the wrong thing to the authority and be punished for that just was an 
eye, and I try to make them at ease when I teach in China. Avoid the propaganda that is 
surrounding them. 
 
 Marie explains that there were surveillance cameras to record her lectures, making her 
cautious of what she taught. “I feel quite certain that I'm being watched or recorded while I'm 
teaching. I don't engage in conversations about politics or anything like that.” 
 Victor also mentions that there were cameras in the classrooms, so he had to be cautious. 
You're under scrutiny for sure. I don't know if you realize it or not, but they're in many 
classrooms. They have cameras to see what's going on to monitor, and I don't know 
whether they can listen. So, you're very cautious. It is sometimes hampered just a little bit 
because you are restricted from talking about, you know, trade. I wouldn't say restricted. 
 
Students as Passive Learners (77%) 
 
          The visiting U.S. faculty observed that the majority of Chinese students were passive 
learners. In this context, the term “passive learner” refers to the lack of classroom participation 
and verbal engagement with the material among the Chinese students. This posed some 
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significant challenges to the faculty, as the American teaching style emphasizes active verbal 
learning and participation in the classroom, so U.S. teaching objectives would not be fully 
implemented in China. John indicates that the Chinese students did not ask any questions, and he 
wondered whether they understood everything. 
                         I feel that our students tend to question the professor more than the students in China.               
                        And you have to work at getting them to be more involved now. They might answer, but     
                         nobody really questions anything. To a certain extent, they're all pretty good, but you                 
                         know you do wonder if they understand everything that I'm saying. 
Vernon states that it was difficult to get the Chinese students to speak. “It's mostly a one-
way-communications. In a classroom with students on the Far East, is that there's really no two-
way communication. Trying to find creative ways of getting the students to, you know, to engage 
and to speak.”  
 John says that he had to be proactive to ask the Chinese students to actively engage in the 
classroom, which was different in the U.S. "You almost have to urge them to participate. And 
you have to work at getting them to be more involved now. I feel that our students in the U.S. 
tend to question the professor more than the students in China.” 
Likewise, Bjoy agrees that the Chinese students were afraid to ask questions in the  
 
classroom, so that it was difficult for Bjoy to judge whether they grasped the material or not. 
 
They are afraid to ask a question or to contradict, you know, whatever you are saying, 
they accepted as the gospel truth. Unlike domestic students here, I find them more open 
to asking questions. The lack of interaction, I found very stifling in the first week. It was 
difficult because I didn't know whether I was getting across. It was very difficult for me 
to judge whether they were getting the material that I was teaching. So, in the case that 
they do not understand or again if they do not want to ask a question, it’s because they 
are shy. 
 
 John said that he had to be proactive to ask the Chinese students to actively engage in the 
classroom, which was different in the U.S. "You almost have to urge them to participate. And  
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you have to work at getting them to be more involved now. I feel that our students in the U.S. 
tend to question the professor more than the students in China.” 
Frank found it difficult to prompt Chinese students to speak up in the classroom, equating 
it to cultural differences.  
I think that's also a major cultural difference, that means I want them to speak up. I want 
them to contribute. I want them to, you know, be part of the conversation and ask 
questions that we say. I have to do it even more in China because they're not used to 
interacting with the faculty. I mean, you know, the kids that sit in the back and don't 
participate. 
 
Similarly, Pete explains that the Chinese students were guarded so that they were not 
active in the classroom. “It just takes a little longer [to engage] because I find that they're 
guarded. They are rather guarded and sustainable.” Betty mentions that the Chinese students did 
exactly what she presented in the classroom without any creativity. "They don't like to ask 
questions. In the first time I taught, I felt like most of them did exactly what I did. Even though I 
spent all this time on creativity, that's what they did." 
Jerry observes that it was impossible to get the Chinese students to talk in the classroom, 
and they never wanted to be called on. 
You know, and I know it's hard to get kids to interact in a classroom…it was almost 
impossible to get the kids to talk. Even when I called on them here, usually when you call 
them, and they may not want to get involved…They will not answer the questions in 
most cases. A lot of silence, kind of like a little face saying don't bother me kind of thing. 
 
Kirst also had a hard time asking the Chinese students to participate in the classroom, 
 
which was different in the U.S. 
 
One of the biggest cultural differences with the students is their participation, mostly a 
cultural difference. They're not forthcoming; getting them to participate is very difficult. I 
find participation is easier to do with the U.S. students than with the Chinese students 
because there's a sense of like…just their kind of lack of participation. 
 




                       The other adjustment is being very patient and explaining to students that I want them to       
                        participate in class. I understand that there's a cultural difference, but that’s the reason in      
                        my own case. But one of the main differences, and one of my main focuses as teachers to   
                        get everyone to participate in class. 
 
          Victor states that the Chinese students were not comfortable hearing feedback. 
 
Or you know, I said it's constructive feedback. But to them, it was facing criticism, so 
culturally, you can add that on as well that "face" is extremely important to the point that 
you know they're very uncomfortable. 
 
           Lastly, Jess believes that having personal thoughts is vital in the educational process, 
something the Chinese students were wary of.   
And participation means asking questions, giving input, bringing in personal thoughts 
and opinions; all of those to me are very vital in the educational process. And I think this 
is not really done in the Chinese educational process. So, the challenge is to get everyone 
to participate in the United States, and in China, it's even more of a challenge. 
 
Differences in Facilities and Availability of Resources (55%)                                          
           The facilities and the resources at China Yifang University were different than those in 
the U.S. For instance, the way that the Chinese handled their machinery came as a shock to 
many. Lucia states that even though the China Yifang University had the latest machines; they 
did not correctly calibrate their facilities. 
They have the latest models and the most beautiful machines. The machines look like 
they had never been cleaned for the past three years. Again, incredible sewing machines, 
great equipment, but neglected so I did what I did. The students were embarrassed, and 
they called a repairman to come in and service. 
 
Oscar indicates that Chinese students did not have access to the same resources as in  
 
the U.S. He explains that he brought in Western magazines to show to the Chinese students, as 




And a lot of these students don't have access to these types of magazines due to 
restrictions. These are subtle differences between teaching in China versus in the United 
States because there are no firewalls in the United States; they have access to pretty much 
anything and can print pretty much anything. So, that is something that I like to 
incorporate in my classroom in China. 
 
Mel comments that the computer software’s version was obsolete. “I had PowerPoint  
 
of the more advanced version ready to play it there, so thank God I had everything.” Maggie   
 
concurs with Mel that the software was outdated, which created obstacles while teaching in  
 
the China Yifang University.  
 
First of all, programming is very outdated. I teach Adobe CC in America, and in China, 
there is MCS six. But the version I'm teaching in the classroom is limited. I get a lot of 
pop-ups on the computer internet. And I have to punch in a code, so it stops. I think it's 
more about the outdated software that I have to use, and I don't feel comfortable plugging 
my computer and doing the demo. 
 
Jerry states that the computers in the classrooms were outdated as well. “They  
 
were really outdated computers.” Frank also mentions that there were a lot of technical  
 
difficulties of the computers, which interfered with the teaching momentum. 
 
Another thing that I think has happened is just technical difficulties with the computers, 
sometimes when we are working with it, something shuts down, it's not working 
properly. I just continue with the lesson or, you know, sometimes a video won't play that 
sort of thing happens. 
 
Additionally, Scott states that the technology in the Chinese classroom was an issue. 
“The con that I didn't like is when we were using technology." Marie also says that after the flash 
drive, she used in the Chinese classroom computers, she would not use her personal computer 
again. "I put my presentations on a thumb drive, and I plug the jump drive into the computer at 
school, and I throw it away at the end of the week. I never put it back in my own computer."  
Victor comments that Gmail did not work in China because of the restrictions against 
Google.  
In the U.S., everything would be via email or shared Google Drive. The breath of                            
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                         methods of communication is much broader in the States, to a certain degree than it is             
                          over in China because of restrictions. There is specific software such as you can Google      
                          information and say look up and Google. 
 
Pete shares his unpleasant experience of the unorganized and dirty classrooms in China. 
“The sense of being disorganized, and there is garbage all over the place. I'm walking over 
fabrics. There's garbage. There's food. It's unbelievable.” 
Betty remarks that the air conditioner and the heating unit were not functioning  
 
well enough.  
 
Not having the air conditioning or the heat in the classroom is challenging. It was not so 
bad with the air conditioning because having that unit in the room was okay. I had a hard 
time in the winter. It was so cold in the classroom. 
 
Lastly, Mark states that pollution and the accommodations were terrible in China. “The 
pollution. I just got sick. Oh, and also the accommodations.” 
Conflict with Local Teachers (41%) 
 
          Some of the U.S. faculty members had issues, even conflicts, with the local teachers. 
 
Todd said that it was a challenge to work with his problematic co-teacher from the beginning.   
 
So, she always challenged me, and then I tried to answer her questions, but then she was 
basically trying to prove that I'm right, you're wrong in the beginning. I'm used to dealing 
with such people. But then I took it as a challenge. Because besides I’m a guest there, 
really complain to her superior.  
 
          Todd also believes that the Chinese co-teachers thought that the U.S. professors looked 
down on them. Todd made a friendly and respectful approach to resolve the tension. 
I think that the Chinese professors somehow perceived the U.S. professors look down on 
them. I believe there is a little bit of tension between American professors and Chinese 
professors; although they are mostly friendly, I try not to be this guy. Try extra effort to 
show that I really respect your culture or your country. I know this is your land. 
 
Mel fears that his co-teacher did not properly interpret his lecture and would leave the   
 




Sometimes I wonder if the lecture that I'm giving and my co-teacher is actually saying 
everything that I'm saying because sometimes I will talk for 30 seconds, and my co-
teacher talks for three minutes, and I'm wondering what she is saying now. The co-
teacher would leave the room, and she would be gone for an hour.  
 
Jerry shares that he had a long-term co-teacher who unfortunately lost interest in his job 
after a year in the field.  
And I asked him multiple times over the years. I had the same assistant, and he said, 
leave him alone. I had the same co-teacher for three years in a row. He got progressively 
worse. Like, I don't care. I mean, he was nice. And it wasn't he wasn't smart. It just 
seemed like he lost interest from the first year on. 
 
Kirst indicates that her co-teacher did not convey the same information that she provided. 
“I don't know what [they’re] saying and I don't know how [they’re] delivering my content. They 
do really create a challenge. I don't really know what [they] are talking about, what you are 
delivering.” Kirst also complains about the co-teachers’ classroom management in China, which 
created an obstacle for her. "The students are late and they're not very strict, so I found that their 
classroom management was lacking. Their lack of classroom management sometimes becomes 
an obstacle for us.” 
Furthermore, Frank mentions that the co-teachers’ classroom management was an issue 
related to the co-teachers' translation or lack of fashion working experience. 
The way that the classroom was conducted their lesson, especially working with the co-
teacher. Because I felt like sometimes the students got a little distracted and needed to be 
a little bit to be more focused on the lesson. I felt like it was a little more relaxed than I 
thought it would have been. And sometimes, maybe the professor or my co-teacher 
doesn't know how to translate that effectively from what I'm saying. Or perhaps they just 
don't have that experience. 
 
Similarly, Coren comments that she was not certain that the translation was conveyed 
correctly to the Chinese students.  
Sometimes I would say something, and I didn't make a joke or say something funny, and 
then I would hear the translator talk, and she would say something, and the kids were 
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hysterically funny, you know, they're laughing. But she doesn't always respond when I 
asked her to translate back.” 
 
              Lastly, Pete shares that some U.S. faculty members believe their co-teachers to be the 
source of the chaos and disorganization in their classrooms. 
Know there are some other faculty who have had challenging times with their co-
teachers. Their faculty and their administration help to form them in terms of their habits 
and work structure. I certainly can express what is acceptable for me and how I don't 
understand but I'm with them for one week. It's not disorganized. It is chaotic. It's 
absolutely the co-teacher. The administration as they are the ones who are working with 
these students. They're the ones who are forming how they approach their studies and 



















Finding # 3: A substantial number of participants (77%) indicated that they needed to 
use new teaching styles to address and overcome the challenges present in the Chinese 
classroom.   
         Participants needed to use new approaches when teaching in China to overcome challenges 
due to the differences in culture, language, learning styles, and education systems. Faculty had to 
introduce new concepts, while at the same time, adapt to the norms and methods used in the host 
country, as the Chinese students were not used to foreign or American-style teaching methods or 
student expectations. 77% of the participants indicated that they needed to use different or 
adapted teaching styles to understand students’ needs when they went to teach at the China 
Yifang University. See Appendix M for the relevant frequency chart. 
Table 4.4:  
Outline of Finding #3 
Finding #3 
 
A substantial number of participants (77%) indicated that they needed to use new teaching styles 
while teaching in China. Participants reported that they used new teaching styles in the following 
ways:  
 
 Conscious of Students’ Lack of English Skills (77%) 
 Used More Self Reflection (77%) 
 Facilitated Student Engagement and Motivation (68%) 
 Learned Chinese Phrases (46%) 
 Earned Trust from Chinese Students (36%) 
Used More Visuals (32%) 
 Relayed Questions to Students (23%) 




Conscious of Students’ Lack of English Skills (77%) 
          The U.S. faculty members were conscious of their students’ lack of English skills. 
Consequently, they needed to alter their teaching styles for better learning outcomes, due to the 
language barrier present in the Chinese classroom. Sophia comments that the Chinese students 
asked her questions in Chinese, which was not the case in the U.S. “They will ask me a question 
in Mandarin in order for them to unfold the answers.”  
Sophia indicates that she had to use both Chinese and English to teach in China. She also 
asked students to act as their own fit models. 
I have to shift the language in between the lecture. So, I'm going to translate from English 
into Chinese... In [the Chinese classroom], they cannot get a life model. They can choose 
students A and B. Say, student A can be the technical designer, then student B will be the 
fit model. So, student A makes the fitting on B, vice versa. 
 
Todd indicates that he spoke to the Chinese students in straightforward English phrases. 
So, what I would do is that I tried to speak very plain English; also, short sentences, not 
compound paragraphs. I tried to do an open discussion. They don't participate because I 
guess they are just afraid of, maybe speaking English in public. 
 
Similarly, Oscar adds that he slowed down his English and brought music into the 
Chinese classroom.  
I slowed down my English, and I concentrated more on showing them the various 
techniques and repeating the techniques of draping. I would show different techniques. I 
like to bring my music into the classroom. So, when I teach draping, I have my music 
playing. 
 
Likewise, Victor says that he spoke slowly in the Chinese classroom. “I have to 
 
speak a little more slowly.” 
 
Mitchell mentions that he had to send a list of the vocabularies to his students in advance, 
as he was not confident that his students would understand the words that he used. 
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I send the vocabulary out, and then, I'll say, I'm going to use the word ancillary in 
discussing this, and this is what ancillary means. I think for five days, and then I repeated 
for five days. It's a combination of standard industry words and perhaps words I use to 
describe something. So, if I know I'm going to explain something in a specific manner, 
and there's a vocabulary, that is my assumption, they all probably have a working 
vocabulary of maybe a sixth or seventh grader. 
 
Vernon shares that he often repeated the materials and provided the students with  
 
different perspectives, using humor to connect to the students.  
 
You know you repeat it. Somewhere down in the lecture, I make sure that they 
understand…I use several approaches, you know, when I'm lecturing, and one of them is 
a lot of humor in my classes. But it just loosens them up. It gets them engaged in the 
classroom. It just, it flows for me. 
 
Facilitated Student Engagement and Motivation (68%) 
          Since the Chinese students in China Yifang University encountered a new learning 
environment with foreign teachers, the U.S. faculty members needed to utilize different ways to 
engage and motivate the Chinese students. Many of the visiting faculty members describe it as 
being difficult to get Chinese students to participate. John states that he forced the Chinese 
students to participate more in the classroom, which was not the same in the U.S.  
            You almost have to urge them to participate. And you have to work at getting them to be                     
                  more involved now. So, I have to work a little bit harder. I try to get them to be as                    
                          engaged as my students are, but that helps me in the end. 
Similarly, Bjoy states that he would ask the other students who had been quiet in the 
classroom to participate to make classes more interactive. 
I had to say, you know, other than these five, does someone else feel like talking in class? 
Yeah, so that we have more of an interactive thing. This is outstanding homework. So, 
the teacher called on me, the teacher said my assignment for this day was good, you 
know, there were many good moments that day. What did you do to write this, or to 
answer this, so that the rest of the class answers when you're reading a textbook, for 
example, what to look for in a textbook. So, it was very interactive. 
 
           Scott also explains that engaging students was one of his focuses and made sure to speak 
to each of his students. “Our focus is to engage all the students. And then you can see how 
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successful they are. I challenged students, and I made sure that I spoke to each student in the 
class.”  
           Lucia explains that telling stories of her travels helped students to pay attention in her 
lectures. “They were very interested in my travels, where did I go and what other countries that I 
visited, and stories of, you know, what the industry was like.” She later goes on to note that 
discussing personal topics such as her own work and travel stories helped to motivate and keep 
her Chinese students interested. She also spent more time demonstrating the draping and sewing 
techniques to the Chinese students than to the U.S. students. 
The students were very eager to learn about fashion. They were very interested in my 
travels, where did I go and what other countries that I visited, and stories of, you know 
what the industry was like. The Chinese students seem to have a genuine interest in the 
outside world. And so, I had to go that extra mile because although they said one thing, it 
wasn't necessary, so the students did not know how to sew. But I did go that extra mile, 
and I got a better product. I got a better result, and I got better satisfaction from the 
students. So, when I could not get the results that I wanted, I troubleshoot that moment I 
saw it. 
 
          John mentions that he had to prepare more swatches and hands-on projects for the Chinese 
students, compared to when teaching in U.S. classrooms. 
 Well, I have to prepare things I need, more one on one, more hands-on projects, 
I have to make sure that I have all the swatches available for them. They don't have all 
the tools, their textbook. They don't have the swatch kit that usually comes with our, you 
know, with our textbook. So, we have a textbook and a swatch kit, and they don't have 
those. 
 
            In another approach, Mitchell states that he built on students' answers and asked students 
for their opinions. “I often use that as okay, well someone asks this, and then I'll ask another 
student. Do you have the same feeling, or how would you approach this? It's a springboard to get 
a conversation going.” 




the class individually, and showing the Chinese students that he understood their culture.  
 
I tried to make sure that they understood that I know their culture, and I didn't want them 
to feel foreign and understand exactly what you are trying to teach them. 
So that's something really important for me as an educator to be educated enough not 
really trained but educated to understand the difference on how to approach my students. 
You know if you just attempt to engage the culture in your presentation or your delivery 
with the students, it goes a long way. I challenged students, and I made sure that I spoke 
to every student in the class. 
 
Similarly, Marie mentions that she was cautious in the Chinese classroom and made the 
students feel comfortable enough to answer questions. “I have to do things right at the beginning 
of the course to get them comfortable with asking questions, answering questions, and so forth.”  
Jan explains that she used class discussions and shopping information to engage the  
 
Chinese students.  
 
             I am trying to engage students as much as possible in the class discussion  
            because first of all, it is boring if like a teacher is doing like a three-hour stand-up                                        
                          comedy, it's really boring. I asked them, ‘What did you buy?’ So, everybody shared with   
                          me a lot of different stories. 
 
Furthermore, Kirst mentions that she created class activities to foster engagement with 
the students. “I design these activities that kind of push them outside of their comfort zone.”  
Pete states that he was very friendly and approachable to the Chinese students to  
 
establish a good rapport with them. 
 
I tried to reduce the students’ pressure. I tried just to be very friendly with them, you 
know, all be keeping it in a very professional context, but I tried to be just very friendly 
and at ease with them. So that is my approach, and that I have to say that transcends any 
culture and transcends work in China. That's my general approach and teaching. 
 
Oscar remarks that he played music in the Chinese classroom to reduce the students’ 
stress levels. 
I like to bring my music into the classroom. So, when I teach draping, I have my music 
playing. It is another creative element that does not distract them from concentrating. 
That is also something that I am very mindful of because I want the students to be happy 
in the classroom. And I think that happy students produce productivity. 
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Similarly, Jan comments that she would play pop music and prepare a chocolate cake  
 
during the break. 
 
I prepare a chocolate cake. If there's a day, I feel like it is a kind of game, which works 
well. We all get close and then listen to pop music and, photo selfies during the break 
time. My co-teacher told me the students are already excited. They're like creators are 
coming. So, I prepared, like a break time song. 
 
Other participants mentioned that they used sweets to motivate their students. Kirst 
describes bringing in candy to the students. “I heard from a colleague, he told me to bring them 
candy. You have to bring them candy and give them candy [for motivation].” 
Victor also says that chocolate was a good motivator for the Chinese students because the 
U.S. candy was highly-priced in China. “A couple of interesting things, just teaching techniques. 
I bring them chocolates from America. In China, international merchandise manufactured 
elsewhere is much higher in price. The cost to the consumer than it is here in the U.S.”  
Jess indicates that chocolate was a great reward to motivate Chinese students to  
 
participate in the classroom as well.  
 
 “A very wise man told me that one of the best things to do is to reward. 
When they do something that you like, Chinese students participate by giving them little 
chocolates. And that has worked. So, when I go to China. I bring in four or five bags of 
foil wrap chocolates, and I give them out to students.” 
 
Frank recounts that he prepared and presented some local Chinese information to the 
 
Students to appeal to the students. “So that's sort of a thing I changed my lesson and tried to  
 
update it or adapt with more Chinese information or things that they're more interested in.” 
 
Alternatively, Marie explains that bringing in souvenirs from the U.S. motivated students 
and made them more comfortable.  
I've taken five or six things like you know, a couple of the U.S. ball caps, a couple of                   
                        U.S. key chains…And so by the time I have run out of the six or so items that I brought,       
                       they've gotten comfortable with the idea of asking questions, answering questions,                            
                        speaking up in class participating in discussions, it sorts of breaks the ice for them, and  it's 
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                         kind of a fun, upbeat sort of way and that has worked really well.  
 
Lastly, Pete points out that he would use his sense of humor to reduce the stress level in 
the classroom.  
I tend to try to incorporate some humor into what I do. I try to be funny with them. I tried 
to reduce pressure. I tried just to be very friendly with them, you know, all be keeping it 
in a very professional context, but I tried to be just very friendly and at ease with them. 
 
Sometimes, U.S. faculty had to use disciplinarian approaches to motivate their students. 
Jan comments that she gave her Chinese students pop quizzes, which she would not do in the 
U.S. “I constantly like pop-up quiz questions. You know, answer it, make sure the students are 
engaged.” 
 Frank used a different method, mentioning that he acquired information from the local 
Chinese market to integrate into his lessons. “The thing I changed in my lesson was that I tried to 
update it or adapt it with more Chinese information or things that they're more interested in the 
Chinese market.” 
Lastly, Victor used WeChat, a popular cell phone App in China, to connect with his  
 




Used More Self-Reflection (77%) 
           Self-reflection was crucial to the U.S. faculty members when teaching overseas. This 
allowed them to better adjust their teaching methods in order to fit the Chinese students. Todd 
highlights the importance of reflection in regard to discussions about politics and issues with his 
co-teachers.  
Once I said that. And then there was the silence in the classroom. So that I realized I 
should never speak about politics. I thought about it, but maybe I should, because I'm 




Oscar indicates that teachers must look at themselves before blaming students.  
“It is a reflection of the instructor that teaches them. You have to look at yourself; you have to 
look at how you are teaching yourself.” 
Maggie shares that she reviewed her examples after the students made the same  
 
mistakes, and she reflected on her works. “Why didn't anyone put it on there. And then I  
 
realized, and I went back to see my sketch, and it was because I didn't put it on there.” 
 
Vernon mentions teaching and learning was a personal growth experience.  
 
                       There's a personal growth. I think for me, in terms of teaching, the most important thing         
                       was to be able to give back to someone else, and help them to grow and then to also gain      
                       from it yourself. I'm a life-long learner. I'm always learning. So, the experience of                              
                       growing was very important to me, which is why I wanted to do it, it wasn't about money.  
                       So, it’s been about either helping somebody to grow or helping myself to grow. 
 
           Kirst comments that she reflected on her lectures and made some adjustments. “I have a 
semester, I learn from it and how can I do it differently. If I can articulate that, I think one of the 
things that makes us keep coming back. But I'm constantly reflecting and evaluating myself,  
that's something I leverage in graduate school.” 
Mark remarks that he reviewed his PowerPoint slides and reflected on whether he  
 
could adjust them to make them clearer to the Chinese students.  
 
                       Many times, when I went back to my PowerPoint and said, no, the slides were too                           
                         complicated. The second was to be sure that the way I explain were straightforward to             
                         translate in Chinese. I had to adjust and came back the following day and said okay, too        
                        complicated. Let me share with you again in a more straightforward format and then                    
                        hopefully more students were getting adjustment of lesson plan where I was speaking. 
 
Marie states that she presented her lecture with a global perspective and politically  
 
sensitive materials. It was because she took the time to reflect on her environment and students 
and decided to teach the material in a very diplomatic way. 
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In a way that will help the students to learn about them from a global perspective, but not 
be politically insensitive. But wait a minute, we make garments in our prison factories. 
So, I didn't shy away from talking about it. I was just very diplomatic. 
 
Pete says that he reviewed the class he taught previously as a benchmark and tried to  
 
adjust and make improvements. 
 
And because of the success of that class, I use that as sort of a model as to how to 
continue teaching the class. And going forward, and each year we always make a little 
improvement, or we make the change. But it's always sort of within the same structure as 
that first session. 
 
Victor mentions that he always had to think before speaking in front of his student. 
 
Some of the dialogue and I guess in terms of limiting me; there are some things I 
always think twice before I speak. And this is a radically different approach. Very 
different. So, I'm thinking it through. Let me find a middle ground. Actually, it was less 
balanced, and if I had done it my way. In my opinion, one of the most important things is 
to take a step back. And to listen. And to see and to seek actually seek feedback. 
 
Lastly, Jess said that he was excited to adjust the way he taught. 
 
Sometimes we have to adjust to another culture, which is a wonderful thing. Well, I tend 
to handle challenges by trying to solve them, you know, trying to get around them. We're 
trying to make them better. I mean, challenges to me are something that is to be 
overcome. I wish I knew. But find out, figure it out. So, I think the first thing about 
challenges is recognizing what the problem is.                                                         
 
Learned Chinese Phrases (46%) 
            
Many U.S. faculty members found it helpful to learn some simple Chinese phrases to 
create a better rapport with their students. For instance, Mel explains that Chinese was a difficult 
language, but he tried to say hello in Chinese in order to connect with his students. “[Mandarin] 
is a complicated language to learn. But I think you should know how to say hello, thank you, 
things of that nature, being able to communicate that way.” 
Frank mentions that he also tried to learn some Chinese phrases to improve his 
relationship with the Chinese students. "I didn't know how to say that in Chinese. I finally 
learned how to say it, which is a “Cham pion Khi five” for product development. So, like if I 
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know how to say certain ways or phrases like fashion or merchandising in Chinese.” Scott states 
that he had a great response from the Chinese students after saying hello in Chinese. “The 
students at the China Yifang University, they were very welcoming because of my approach to 
engage them in a conversation and had to make sure I knew how to say hello, how are you in 
their language.” 
Earned Trust from Chinese Students (36%)                                                                                     
                         Having trust from the Chinese students would make teaching easier in China. Vernon 
mentions that building strong student and teacher relationships would help the students shared 
personal information. “That built it in a move beyond being just as a student-teacher relationship 
into the realm of these students, they begin to share things with you that is really personal.” Jan 
states that she used break-time to create some rapport with the Chinese students. 
We all get close and then during the break time you listen to a pub, and photo selfies. My 
co-teacher told me the students are already excited. They're like creators are coming. So, 
I prepared, like a break time song. 
 
Coren adds that she too developed a friendly relationship with the Chinese students. “I've 
developed a little more of a friendly relationship with them.” Additionally, Mark indicates that 
he provided a very safe space for the students to participate and express their views. 
I try to make them feel very comfortable participating and that there are no wrong 
answers. That they should feel very comfortable and voluntarily participating. And I 
wanted to provide them expressive therapy or even if you disagree with me on topic, 
particularly if we disagree with the maximum, to a point where some students were very 
comfortable. They saw that it was a safe space. They were very comfortable with asking 
questions, also in questions and expressing opinions and he's somebody that I have to 
stop them. 
 
Scott states that he provided feedback to the Chinese students, also talked to each  
 
of the students. 
 
That's important to give them feedback. So, what I would do in the lesson is that I make 
sure that they understood the lesson, and then I gave them a little bit of time to work. And 
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then I started immediately for the rest of the time that we were on seeing each student. 
Organize your class to write effectively for the learning outcome. At the same time, 
provide feedback to your students. 
 
Used More Visuals (32%)                                                                                                                           
                        Visiting U.S. faculty members in China tended to incorporate more visuals into their 
teaching materials, in an effort to make their lectures more interactive. In order to grab the 
students’ attention, participant Mel explains that he put many visuals in his PowerPoint 
presentations.  
I just put as many visuals, as much as possible in my presentations. I had a lot of videos 
to show them. And also, you know, various print ads. The more that they see visual stuff, 
they can remember, say graphics; the more they can remember those words. 
 
Frank also incorporates visuals into his lessons, such as making a chart to show the 
different American Designers' products for Chinese students. “I tried to make like a chart with 
one side showing, you know, Ralph Lauren and Tommy Hilfiger, Michael Kors.” 
Sophia concurs that visual presentations were effective. “Like this visual is a good 
language to communicate with students.”  
Oscar shares specifics of what visuals he used, such as a three-dimensional version of the 
draping and American magazines, to help students to understand the product better.  
From a technical point of view, I showed on the chalkboard, and I included pattern sets. 
Even though I was doing draping, I showed them from a pattern point of view, what kind 
of work we're going with this. So, they see things in three dimensions. I would tear sheets 
of how double-breasted jackets would be presented in magazines. For instance, in 
American magazines. 
 
Oscar also brought in Western magazines to show to the Chinese students, as they 
normally would not have access to these magazines due to China’s strict censorship policies.  
And a lot of these students don't have access to these types of magazines due to 
restrictions. These are subtle differences between teaching in China versus in the United 
States because there are no firewalls in the United States; they have access to pretty much 
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anything and can print pretty much anything. So, that is something that I like to 
incorporate in my classroom in China. 
 
 Mel says that he showed Chinese advertisement samples to the Chinese students 
however, due to the high presence of Western models and ads in China, many students were not 
familiar with these ads, and were more drawn to the Western items. 
I was also able to show them some of the Chinese ads. But what was interesting in some 
of the Chinese ads was that they didn't even know some of the Chinese advertisements 
and many Chinese use the Chinese models, but many of the ads actually had Westerners 
in them. It seems that when we give examples of different fashions, they are really more 
geared towards Western items. 
 
Likewise, Maggie discusses that she used a lot more visual samples in the Chinese 
classroom. “I do more visual examples, so they can understand what I'm drawing.” Frank agrees 
that it was easier to show visual items to the students for them to grasp the information. “Say I 
show the students the visual examples, I have like a stripe pattern, I now like recolor the stripes 
and use your color palette to make a new sort of motif or a color combination.” 
Additionally, Scott comments that he made more videos for his presentation in China. “I 
had to shift gears and then I had to make sure that I made some videos. I would just think about 
how I had to make this video so I would make the videos.” Lastly, participant Betty also remarks 
that she displayed PowerPoint presentations and screenshots to show to the Chinese students.  
I put a lot more time into my presentation than I did PowerPoints for each class showing. 
If I showed them in photographs, that they would understand it better. So, I showed 
creative versions, like let's say, it was a flared skirt. I showed all kinds of flared skirts, 
creative versions of flair skirts, but I think it was a good way to capture their attention 
because it was online. I took screenshots. I prepared a lot of preparation. I emailed them 
all of the preps, the muslin preps, and all things like that. I emailed them ahead of time so 
that they could give it to the students. And I told her what I was going to do. They 






Relayed Questions to Students (23%) 
          The U.S. faculty members needed to ask more questions to the Chinese students in order 
to have better learning outcomes. John indicates that he asked and pushed for more questions in 
the Chinese classroom. “You almost have to urge them to participate. And you have to work at 
getting them to be more involved now.”  Coren also observes that she asked more questions to 
the students. “I asked questions.”  
           Mitchell mentions that he used different ways to ask the Chinese students questions and 
even tried to wake them up. “Well, someone asks this, and then I'll ask another student. Do you 
have the same feeling, or how would you approach this? I'm never going to say wake up or 
whatever. But I'm going to ask you a question, and I can memorize their names at one time.”   
Lastly, Marie concurs that asking more questions at the beginning of the course can 
establish a rapport with the students. “And so, I have to do things right at the beginning of the 
course to get them comfortable with asking questions, answering questions, and so forth.” 
Received Feedback from Chinese Students (23%) 
The U.S. faculty members received feedback from the Chinese students to adjust and 
improve and their teaching. Sophia explains that getting feedback from the students is crucial to 
adjust her teaching. “I got some feedback from the Chinese students. I need to adjust to the 
group projects in order for everybody to learn different structures. Also, they can complete their  
 
homework.” Lucia shares that she did extra teaching and demonstrations to earn more trust  
 
from the Chinese students. 
 
And so, I had to go that extra mile because although they said one thing, it wasn't 
necessary, so the students did not know how to sew. There was no point for me 
continuing to give my lesson if they do not understand what I'm saying, or they're not 
going through the process and the development method that I want them to learn. 
Because I know that they go for the challenge, they will take the challenge, but I had such 
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a tremendous amount of work to get through that I figured if I give them this extra help. 




           This chapter demonstrated the three major findings that were revealed from this study. All 
of the findings were presented in accordance with the research questions. Information collected 
from individual interviews of U.S. faculty teaching at the China Yifang University shows the 
significant cultural differences and challenges they faced, as well as their perseverance. This 
chapter includes ample quotations from subjects to best support the research.  
                 The first finding of this study demonstrates the immense cultural differences that the 
visiting U.S. faculty encountered in the Chinese classroom. This culture shock was apparent in 
many aspects of the society in China, such as behavioral differences amongst students, language 
barriers, lack of participation, and notions of authority.  
           The second finding discusses the challenges the foreign faculty were met with when trying 
to repeat the ways in which they taught in the U.S. The overarching challenges that visiting 
faculty at the China Yifang University came across were the constant self-censorship due to the 
authoritarian regime, the lack of resources necessary to successfully build upon coursework, and 
the passivity of the student body.  
          The third finding was that the majority of U.S. faculty members indicated that they needed 
to use new teaching styles to overcome the various challenges present in the Chinese classroom. 
The participants had to change the ways they communicated their material to students, engage 
and motivate them and connect with their co-teachers. These approaches, which were different 
from the approaches the faculty had previously used in the U.S., aided them in the obstacles they 





           The researcher arranged and aligned each research question of this study with the three 
major findings statements to gain greater meaning from the analysis findings. Then the 
researcher proceeded to respond to the core question of this study – how do U.S. faculty members 
adapt to cultural differences when teaching in China? The answers to the core question became 
the analytic categories utilized to create a framework of the findings for the study’s analysis and 
interpretation.  
           The study’s findings uncovered the influences of the U.S. and China's cultural differences 
which transformed the U.S. faculty members’ teaching methods (Analytic Category # 1). The 
U.S. faculty members tackled these cultural-based challenges and obstacles by implementing 
new or altered teaching methods, in order to adapt to their newfound environment. (Analytic 
Category # 2).  In the following chapter, the Findings are analyzed using the above two analytic 




Table 4.5:  
Analytic Categories for the U.S. Faculty Members Adapt the Cultural Differences in Teaching 
in China 
Faculty learn to adapt to 
cultural differences when 
teaching in China by:  
 
 
                
            1. Being aware of 
 cultural differences 




                     
 
 2. Adopting new  teaching 
methods to overcome student 
 passivity and the  realities of 
living  under authoritative 
 regime.   
       
      
   
 
                       




RQ Finding Statement 
 How do the participants describe the 
culture-based differences they 
encounter teaching in China? 
 
All participants (100%) indicated 
that they were aware of the cultural 
differences between Chinese 
classrooms and American 
classrooms. 
 
What cultural-based obstacles do 
participants describe they face while 
teaching in China? 
 
An overwhelming number of 
participants (96%) reported that 
they encountered significant 
cultural-based obstacles while 
teaching in China, primarily around 
the passivity of students and the 
realities of living under an 
authoritarian regime.   
 
What are the ways that the 
participants learned to overcome 
these obstacles? 
A substantial number of 
participants (77%) indicated that 
they needed to use new teaching 
styles in order to address and 
overcome the challenges present in 
the Chinese classroom. 
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CHAPTER V:  
ANALYSIS, INTERPRETATION, AND SYNTHESIS OF FINDINGS 
Purpose 
           The purpose of this modified case study was to explore with a group of 22 faculty 
members at a college in the U.S., their perceptions of cultural differences they encounter when 
teaching in China and how they learn to adapt to these differences in their teaching practice. 
           By better comprehending the impacts of cultural differences on the U.S. faculty members 
when they teach in China, the researcher hoped to reveal the various teaching tactics used to 
engage and motivate Chinese students in order to achieve higher learning outcomes.  
Research Questions 
The following three research questions of the modified case study were:  
1. What are the cultural differences U.S. faculty encounter when teaching in China?  
2. What cultural-based obstacles do participants describe they face while teaching in 
China?  
3. What are the ways that the participants learned to overcome these obstacles? 
Findings 
The researcher identified the following major findings through the data collected from the 
interviews in this study. 
1. All participants (100%) indicated that they were aware of the cultural differences 
between Chinese and American classrooms. 
2. An overwhelming number of participants (96%) indicated that they encountered 
many cultural-based obstacles while teaching in China.  
	
	 120 
3. A substantial number of participants (77%) indicated that they needed to use new 
teaching styles to address and overcome the different challenges present in the 
Chinese classroom.                                                                                                   
                              In this chapter, the researcher attempts to provide the interpretive and analytical views 
from the interview data with both Chinese and U.S. faculty, as well as PAEI data presented in 
Chapter V. The researcher recognized that interview data derived from the U.S. faculty members 
and the Chinese co-teachers may not be representative of the experiences of all U.S. faculty who 
teach on short-term assignments at Chinese universities. The interview data only signified a 
small segment of the cultural differences that the U.S. faculty members encountered when 
teaching in China. Consequently, the researcher had utilized participants’ collective data to 
advocate potential categorizations for further research, which might affect the emergence of 
practical and theoretical developments.  
The objective data of the participants’ interviews from the findings chapter were aligned 
with the research questions. Additionally, in this chapter, the researcher consolidated the findings 
into an interrelated and subjective perspective of the research. The following analytic categories 
were presented in Chapter V of this study: 
1. Faculty learn to adapt to cultural differences when teaching in China by being aware 
of said cultural differences. 
2. Faculty learn to adapt to cultural differences when teaching in China by adopting new 
teaching methods to overcome student passivity and the realities of living under an 
authoritative regime.  
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The above analytic categories have facilitated the researcher to obtain more advanced-
level meanings from his findings. This chapter is structured around the analytical categories. The 
discussion of the related conclusions will be followed after the analytical categories.  
After the researcher presents the discussion of the findings’ interpretation section a) the 
researcher reassesses the assumptions of the study found in Chapter I; b) presents the 
contributions to the literature, and c) offers the researcher’s reflections.  
Differing Perspectives 
The cultural differences present in China, when compared to the U.S., created impacts 
and challenges on the faculty members' teaching objectives and learning outcomes. During the 
data collection procedure, the U.S. faculty members revealed their teaching experiences in 
China.  
Different demographic factors of the participants were analyzed by the researcher: age, 
ethnicity, gender, city, and state of residence, education levels, years of teaching experiences, the 
number of times they taught in China and the last assignment they taught in China, years of 
working experiences, and the different languages they speak. Interestingly, the demographic data 
of the participants had some impact on the study's findings. The context of the participants would 
influence the participants' reaction and teaching approaches of the Chinese students. For 
instance, a world traveler would have an entirely different approach in the Chinese classroom 
than a first-time China visitor.  
The ways in which the U.S. faculty members adapted to the cultural differences present 
in the Chinese university transformed their teaching methods in the Chinese classrooms. The 
deviation of the U.S. faculty members’ responses was an indication that there would be a 
variance in the ways that the U.S. faculty members experienced the cultural differences and 
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adjusted their teaching styles. There are essentially two perspectives in reaction to the culture in 
China. One perspective is held by the native Chinese co-teachers. They can be viewed as the 
constant variable in this research study. Since they live in China and understand not only the 
cultural norms but the implications of being under constant surveillance from the authoritarian 
regime, their reaction to the culture remains guarded and unchanged. On the other hand, there are 
U.S. faculty members who come to China to teach on short-term assignments. Based on the 
participants' descriptions of their teaching experiences in China, the researcher identified two 
loosely defined groups of U.S. faculty members who exhibited particular behaviors. The 
researcher named these groups Maintainers and Enthusiasts. These two groups are not meant to 
suggest the labeling of people, but are meant only as a way to organize the differing perspectives 
which are manifested in various participant behaviors. Table 5.1 provides a synopsis of the 
categories mentioned above.  
Table 5.1:  
Differing Perspectives Among the Participants  
Category Participant 
 
Maintainers: This group’s behaviors reflect 
that they are most comfortable using the 










Enthusiasts: This group’s behaviors reflect 
that they are more adaptable to the cultural 

















*Note: The behaviors of the Maintainers and the Enthusiasts may overlap depending 
upon the experiences of the individual and the context of a particular classroom situation.  
 
The abovementioned categorization was based on the interview responses of U.S. faculty 
members' who taught at the China Yifang University. These can be viewed as “loosely defined” 
as in some areas, the two groups overlap. The researcher recognizes that there were constraints to 
the collected data. For instance, the participants might gradually change their views after they 
taught in China for multiple visits. The two groups – Maintainers and Enthusiasts – will be 
described in the following sections. The groups will be analyzed according to how the U.S. 





 Maintainers are very determined instructors regardless of whether they are teaching in the 
U.S. or China. Despite the cultural differences present in the Chinese classroom, the Maintainers 
(6 instructors in this category) do not change or adjust much in their teaching philosophies, 
methods, or objectives. They believe strongly in their teaching styles and do not feel like they 
need to change even when asked to teach in a foreign country. It could be that in their opinion, if 
U.S. faculty have been asked to come to teach in China, this is because the Chinese university 
wants foreign faculty to expose their students to new styles of teaching. In their view, if the 
Maintainers decided to adopt more Chinese practices, their stay in China would be pointless, as 
there would be no true cultural exchange.  
The participants in this category tend to seek to influence and transform the behaviors of 
their students however, the Maintainers seldom reflect on their teaching. The other unique 
characteristic in this category is the Maintainers’ incessant complaints about China Yifang 
University. The Maintainers complained about the students’ language barriers, the lack of class 
participation, the co-teachers’ language skills, the university’s facilities, and the 
accommodations. Based on the Philosophy of the Adult Education Inventory (Gailbraith, 1990), 
the Maintainers are likely to be Behaviorists.  
 Overall, the participants in this group had an unpleasant experience teaching in China. 
Interestingly, the Maintainers’ student evaluations tended to be lower than that of the 
Enthusiasts. Lastly, a few Maintainers were not invited back to teach at the China Yifang 
University after their first visit, due to their non-flexibility to change, low student evaluations, or 





Enthusiasts captured the most participants, as there are 16 who have been categorized as 
Enthusiasts in this study. They are passionate educators who make every effort to accommodate 
themselves to the cultural differences at China Yifang University. For instance, the Enthusiasts 
would bring candy, chocolate, desserts, or music to the classroom when they taught at China 
Yifang University. By bringing music or sweets into the classroom, the learning environment 
instantly became more relaxed and casual, helping to break the ice among the Chinese students, 
co-teachers, and even faculty themselves.  
          The Enthusiasts would also try to resolve any issues by inquiring to some colleagues 
before or during their teaching in China. This group understands that the duration of the teaching 
assignment is short, usually two to four weeks. Even though some participants in this group 
complained about teaching in China, the magnitude is lower than those from the Maintainers.  
           Furthermore, this categorical group of educators continuously use self-reflection to 
improve their teaching practices. They seek the best possible teaching tactics to engage students 
in discussions, increase their participation and adjust their teaching method if needed. The 
Enthusiasts’ willingness to adapt to the cultural differences may be due to the fact that it was not 
their first time teaching in China. This may be why they are always invited to teach again by 
China Yifang University. The Enthusiasts know what to expect and have seen what works for 
them to get an invitation back to China, and what does not. The Enthusiasts appreciate the 
different cultures they have experienced, and they also enjoy their teaching experience in China.           
                        In a way, they can be compared to diplomats. The U.S. sends its faculty to China in order 
for them to build a partnership between the two countries, just like diplomats do. Based on the 
Philosophy of the Adult Education Inventory (Gailbraith, 1990), the Enthusiasts are mostly made 
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up of Progressive/Liberal educators. There are only a few Humanistic and even Radical Adult 
Educators within the Enthusiast group.  
Educational Categories of Maintainers and Enthusiasts  
 It is important to note that while the majority of Maintainers are likely to be Behaviorists, 
and the majority of Enthusiasts are likely to be Progressive/Liberal educators, these categories 
often overlap and are by no means immutable. A Behaviorist may share characteristics with a 
Progressive or even Radical educator and vice versa. Furthermore, educators are constantly 
evolving. This means that while a teacher may begin their career under the Behaviorist model of 
education, they may later change and become a Liberal educator as time goes on. Consequently, 
the Maintainers and Enthusiasts who were categorized as either Behaviorist or Progressive from 
the Philosophy of the Adult Education Inventory are not confined to these binaries, as they may 
oscillate between the categories. The inventory was used to gain a better understanding of the 
actions, motives, and teaching styles of the participants to conduct a more thorough analysis.  
Analysis 
Analytic Category 1: The cultural differences between the U.S. and China transformed the 
U.S. faculty members’ teaching methods. 
          This analytic category will be utilized to analyze the first research question - how do the 
participants describe the culture-based differences they encounter teaching in China (Research 
Question 1).  
          The U.S. faculty members go to China Yifang University to teach on a short-term 
assignment, ranging from 1 to 2 weeks. The cultural differences between the U.S. classrooms 
and the Chinese classrooms are discernible to the U.S. faculty members. Adjusting and changing 
	
	 127 
their teaching styles to accommodate the Chinese students was a logical step for most U.S. 
faculty members.  
          All of the participants in this study indicated that they encountered cultural differences in 
the Chinese classroom. The cultural differences manifest divergently among the Maintainers and 
Enthusiasts. On the other hand, there are a few overlapping cultural differences among the 
aforementioned two categorical groups. As participants indicated that they were aware of the 
cultural differences in the Chinese classrooms versus in the U.S. classroom, these differences 
manifested themselves in the following categories: (1) Behavioral Differences, (2) Cell Phone 
Usage of Students, (3) Lack of Personal Space, (4) Education Level and Motivation of Students, 
(5) Language Barrier, (6) Lack of Classroom Participation, (7) Notions of Authority and Respect 
for the Teachers, (8) Surprising Cultural Aspects of China, (9) Differences in Learning Attitudes 
amongst Male and Female students, and (10) Diversity Amongst the Student Body. 
           While the Maintainers and Enthusiasts had a different magnitude of awareness of the 
cultural differences when they taught in China, the researcher in the following sections will 
analyze the Maintainers and Enthusiasts' reactions and tactics. There will also be discussions 
pertaining to the perspectives of the Chinese co-teachers, who serve as constant variables to 
better contrast the opinions and reactions of the U.S. faculty.  
                     Lastly, it is important to note that although this study broadly looks at Chinese students 
from a particular university in China as a collective entity, they are not a strictly homogenous 
group. Just like the multitude of American students present in the thousands of classrooms across 
the country, the same applies to the student population of China. There are countless differences 
among the student body at the China Yifang University. These differences can be linked to 
socioeconomic status, the region or city the student comes from, as well as their ethnic group. 
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Additionally, the characteristics of the students at the China Yifang University do not represent 
all students of China. The student body at the university under study represent but a small 
portion of Chinese students, and serves to highlight the general characteristics of Chinese 
students that U.S. faculty often find challenging to address.  
 Behavioral Differences. 
          Based on the participants’ observations, the Chinese students behave and react differently 
than the American students because of the cultural differences between the U.S. and China. 
The Maintainers indicated that some of the behaviors of the Chinese students during lectures 
would not be acceptable conduct in the U.S. The Maintainers complained to the co-teachers at 
the China Yifang University about students’ behavior however, nothing was done by the co-
teachers to rectify the issues. This categorical group believed that the Chinese culture was 
centered on conformity and that Chinese students did not have their own thoughts and opinions. 
Because of this, the Maintainers did not improve the Chinese students' learning outcomes.  
 The Enthusiasts indicated that the Chinese students were mostly quiet in the classroom 
and attempted to encourage the students to participate. They were also quite stern in their 
approach to student expectations, clearly stating what was appropriate or acceptable classroom 
behavior, and what would not be tolerated.  
It seems that the non-reactivity of the Chinese co-teachers may stem from their cultural 
acclimation. Growing up in this environment, what may come as a shock to U.S. faculty in 
regard to student behavior is completely normal for the Chinese co-teachers. It makes sense that 
the co-teachers did nothing to resolve behavioral issues perceived by the U.S. faculty because, in 
their eyes, the students were doing nothing wrong.  
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Appendix N provides an example of evidence of the variance across Maintainers and 
Enthusiasts with respect to their beliefs of the behavioral differences between the Chinese 
students and the U.S. students.  
Cell Phone Usage of Students. 
          The Maintainers could not comprehend the Chinese students’ excessive usage of their cell 
phones in the classroom. They spoke unfavorably and were extremely frustrated seeing students 
using their cell phones in the classroom. The Maintainers also complained to the co-teachers, 
who did nothing to discipline the students. 
           On the other hand, the Enthusiasts understood that cell phone usage in the classroom was 
deemed acceptable in China. The Enthusiasts let the Chinese students use their cell phones in 
class however, cell phone usage was not encouraged. 
 As with the behavioral differences, the Chinese co-teachers did nothing to stop their students 
from using cell phones in the classroom because this was considered to be the norm.   
Lack of Personal Space. 
The lack of personal space is another obvious cultural difference. Getting too close to 
your professors physically is an issue in the U.S. In this scenario, the Maintainers did not make 
any comment on this issue during the interviews. The Maintainers might unintentionally create 
an invisible distance between themselves and the Chinese students.  
On the other hand, the Enthusiasts felt that the students were physically too close to their 
teachers from a U.S. perspective, but sensed that this was due to cultural differences in regard to 





Education Level and Motivation of Students. 
           The knowledge and the technical skill level of students were notably different at China 
Yifang University than in the U.S. The Maintainers indicated that the Chinese students were well 
prepared in the STEM area. This group believed that the Chinese students had a desire and 
commitment to learning because they wanted to have a better future. 
          The Enthusiasts believed that Chinese students worked harder than the students in the U.S. 
and that they were motivated to do high-quality work. In the intensive course structure, the 
Enthusiasts were impressed by the Chinese students' work performance. This group also 
indicated that Chinese students had solid STEM and computer skills. The Enthusiasts concluded 
that the Chinese education system might prepare their students differently than in the U.S. In 
general, the Chinese education system tends to stress more STEM education to their students, 
while the curriculum for American students is more flexible, allowing them to pursue different 
routes.  
Language Barrier. 
           One of the major issues of teaching in China is the students’ language barrier. The 
Maintainers indicated that they spoke slower and repeated the materials during the lectures. They 
also spent more time explaining fundamental concepts, which lowered the Chinese students' 
learning outcomes. This wasted their time as they could have been learning more advanced 
materials, instead of learning the foundations, which they were already familiar with. 
Surprisingly, the Maintainers also found that only a low percentage of the Chinese students 
spoke understandable English. This group believed that the blame lay on the university, as they 
admitted students with a low level of English into the program.  
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          The Enthusiasts also indicated that they spoke slower and in more detail during the 
lectures. This group understands that English is not the students’ native language. Some 
participants amongst the Enthusiasts purposefully avoided using compound sentences as well, to 
make themselves more understood by students.  
Lack of Classroom Participation. 
The majority of U.S. faculty members found that there was a lack of classroom 
participation amongst the Chinese students. The visiting faculty were frustrated by this, as low 
levels of participation were not something that they were used to in their native U.S. teaching 
environments. The Maintainers believed participation to be essential to the learning process, but 
that, unfortunately, the Chinese education system does not encourage the students to participate 
in the classroom. Furthermore, this group stressed that the Chinese students did not want to stand 
out from their peers. The Maintainers would do the bare minimum to augment the low degree of 
class participation. 
The Enthusiasts recognized and accepted that the Chinese students were relatively 
reserved when compared to the U.S. students. This group indicated that the Chinese students 
rather sit attentively and listen to the lecture without interrupting the instructors and their 
classmates. They also stated that most Chinese students were passive learners; the students even 
believed that the professors were all-knowing. However, instead of resisting this innate cultural 
difference, the Enthusiasts tried to foster class discussions to increase class participation through 
differing tactics. For instance, the Enthusiasts brought students American or Swiss candies or 
souvenirs to make the learning environment somewhat relaxing. They also brought some Korean 
pop music to the classroom during the breaks between classes to build a better rapport with the 
Chinese students.  
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Notions of Authority and Respect for the Teachers. 
The Chinese education system operates under a hierarchical power structure. The 
Maintainers believed that the Chinese students were afraid of authority figures and therefore, 
were not independent. Because of this great respect and fear of authority, the Chinese students 
did not speak to their U.S. instructors. The Maintainers also noted that asking questions in the 
classroom was not considered polite in Chinese culture. 
Similarly, the Enthusiasts believed that the Chinese students at China Yifang University 
respected the U.S. faculty members even more than the students in the U.S., and were, therefore, 
more obedient. This group even indicated that the Chinese students were overly respectful of 
their teachers. The Enthusiasts believed that this had to do with Chinese culture’s emphasis on 
the respect for all elders and teachers. This group showed the highest appreciation for the respect 
they received from the Chinese students.  
Surprising Cultural Aspects of China. 
          Some of the U.S. faculty were surprised when they first visited China, as there were many 
incidences that they did not anticipate until arriving. The Maintainers indicated that China 
Yifang University's staff and students did not calibrate and maintain their machines and facilities 
appropriately. The Maintainers were also surprised by how China Yifang University officials 
handled cheating or plagiarism issues. Moreover, this group did not expect that the power 
distance between the students and teachers would have had such a negative impact on the 
Chinese students’ participation in the classroom.  
          The Enthusiasts stated that China was more modern and sophisticated than they 
anticipated. However, they expected the classroom management to be stricter than anticipated. 
Contrary to their preconceived notions, the Chinese students were more individualistic than they 
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expected. The Enthusiasts observed that there were a few occasions when Chinese students 
spoke back to their co-teachers for defending their grades, going against the stereotype of the 
passive Chinese student. Furthermore, the Enthusiasts believed that the teaching pace was too 
fast for the Chinese students to learn. The intensive teaching model might not generate the best 
learning outcomes for the students.  
Differences in Learning Attitudes Amongst Male and Female Students. 
          The U.S. faculty members in China identified some surprising learning attitudes amongst 
male and female students. The Maintainers indicated that many of the male Chinese students 
were not very interested in learning. The Maintainers also stated that there was a substantial 
cultural division between male and female students in comparison to the U.S. 
 Similarly, the Enthusiasts indicated that most male students would sit at the back and not 
participate in the classroom. Based on their observation, the female students were more serious 
about their schoolwork than their male counterparts and were more eager to learn.   
Diversity Amongst the Student Body. 
The student body at China Yifang University was homogenous. The Maintainers group 
did not comment on this area. It might not be a crucial constituent for them. 
The Enthusiasts observed the lack of diversity at the China Yifang University, except for 
a few African international students. The student body was not only homogenous, but the 
students' performance was homogenous as well. They tended to act in a uniform manner in the 
classroom. The assumption is most of the Chinese students stay in the same dormitory, and study 
and work together.  
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Analytic Category 2: The U.S. faculty members tackled cultural-based challenges and 
obstacles by implementing new or altered teaching methods to adapt to their unfamiliar 
environment. 
          This analytic category two will be applied to analyze two research questions - what 
cultural-based obstacles do participants describe they face while teaching in China (Research 
Question 2), and what are the ways that the participants learned to overcome these obstacles 
(Research Question 3). 
          When teaching in China, the U.S. faculty needed to adopt new teaching methods to 
overcome the Chinese students' passivity and the realities of living under an authoritative regime. 
Participants indicated that they needed to adjust to the way they teach in China, which included 
the following obstacles: 1) Communication Challenge, 2) Avoidance of Possible Taboo Topics, 
3) Differences in Facilities and Availability of Resources, 4) Conflict with Local Teachers, 5) 
Students as Passive Learners.  
On the other hand, the participants learned the different ways to overcome these obstacles 
when they taught in China: 1) Altered Teaching Styles Due to Language Barriers, 2) Ways of 
Engaging and Motivating Students, 3) Learned Chinese Phrases, 4) Used More Visuals, 5) 
Relayed Questions to Students, 6) Importance of Self Reflection, 7) Interact with Local 
Teachers, 8) Earn Trust from Chinese Students, 9) Feedback from Chinese Students. The ways 
the Maintainers and Enthusiasts handled their obstacles had some variances and similarities. The 







 The communication challenge gave rise to plenty of obstacles between the U.S. faculty 
members and the China Yifang University students, such as a lack of class participation. The 
Maintainers mentioned that the communication challenges created negative impacts on the 
students’ learning outcomes. They indicated that they needed to spend more time coaching the 
Chinese students. On the other hand, the group also stated that the Chinese students understood 
the material, but that they could not communicate well with the U.S. faculty members. 
           The Enthusiasts were divided in regard to the English language level of the Chinese 
students. Some Enthusiasts mentioned that they were not sure if the Chinese students could grasp 
all the materials. They were also concerned that the students at China Yifang University relied 
too much on their co-teachers’ translations, decreasing the learning outcomes. 
           Others in this group indicated that the Chinese students simply lacked the confidence to 
speak English. Indeed, the Enthusiasts believed that the students’ English was sufficiently 
adequate to grasp the information.  
Avoidance of Possible Taboo Topics. 
The political environment in China is often tense, due to its strict censorship policies. The 
U.S. faculty members were cautious of what they talked about in the Chinese classrooms. This 
created a hindrance for both groups to engage and motivate students if they constantly feared 
saying the wrong thing. The Maintainers believed that there were surveillance cameras in the 
classroom, so they avoided speaking about sensitive issues, such as prisoners' labor and labor 
conditions. The Maintainers also believed that the Chinese students were afraid of the authority. 
Similarly, the Enthusiasts stated that they were very mindful of their speech, avoiding 
discussions about economics, religion, and political issues with the students. This is because in 
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their opinion, the less sensitive issues the U.S. faculty members talk about, the fewer problems 
would be created. Information that strayed outside of the core course curriculum was not 
encouraged to be discussed with the Chinese students. By sticking to the unspoken rules and 
choosing to focus on the teaching materials, one can infer that the Enthusiasts realized that they 
would be invited back to teach at the university.  
While the U.S. faculty had difficulties acclimating themselves to the strict censorship 
policies, the Chinese co-teachers did not provide evidence of being reactive. As Chinese 
nationals, they are used to living under intense surveillance, so much so that it seems to have 
become second nature to them. They remain guarded and understand the implications of 
speaking out against cultural norms. In some regards, they may serve as an example of how to 
behave in a surveilled Chinese classroom for the U.S. faculty.                                                                  
                         Differences in Facilities and Availability of Resources. 
As expected, the facilities at China Yifang University were different than in the U.S. The 
Maintainers stated that even though the China Yifang University had the latest models of 
machines, they did not calibrate and maintain the machines well. The Maintainers also 
complained that the computers and other facilities in China Yifang University were obsolete. 
Additionally, they criticized the accommodation arrangements at the China Yifang University 
and the pollution of the city. 
The Enthusiasts understood that the facilities were different and that the same resources 
may not be available in China as they were in the U.S. due to media restriction or censorship. 
Just like the Maintainers, the Enthusiasts observed that the computer facilities and software 
needed to be updated. This group was relatively adaptable and willing to resolve the issues that 
they have encountered in China. Consequently, this group took advantage of exposing students 
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to resources that they would have never been able to see without having U.S. visiting faculty. 
The Enthusiasts brought in Western magazines or other materials so that the Chinese students 
could assess the "new" tools and increase their learning outcomes. 
Conflict with the Local Teachers. 
Unfortunately, conflicts between the U.S. faculty members and the local Chinese teachers 
was a common occurrence. The Maintainers indicated that the co-teachers were not interested in 
implementing their job professionally. To some of the Maintainers who taught in China 
previously, it seemed that the co-teachers did not care about their job like they used to. This 
group also stated that the co-teachers were a source of classroom disorganization. For example, 
there was leftover food or garbage on the floor, and the co-teachers did not ask the Chinese 
students to clean up after themselves.  
The Enthusiasts were concerned that the co-teachers did not do a good job in translating 
materials for the Chinese students. On the other hand, the co-teachers might not have a fashion 
background or experience to teach these fashion-related courses. The Enthusiasts also mention 
that the co-teachers did not implement strict classroom management for the Chinese students, 
making the U.S. faculty’s jobs even more difficult. 
Additionally, the Enthusiasts stated that they encountered conflicts with the local 
teachers. This group was very patient in handling these situations. The Enthusiasts sensed that 
some of the U.S. faculty members might be very pompous towards the local teachers. They 
indicated that the relationship between the U.S. faculty members could be improved. 
Beliefs that the Chinese co-teachers had a lack of passion when teaching, or that they did 
subpar translations came from both the Maintainers and the Enthusiasts. Even if the co-teachers 
were passionate about their job, this may not have been perceived by the U.S. faculty members. 
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As we have learned, the Chinese teaching style is vastly different than its American counterpart. 
Just because a teacher may be less expressive and take a more rote approach, does not mean that 
they have no passion.  
Furthermore, what may be viewed as a lack of classroom management from an American 
perspective, is seen as standard procedure to the Chinese co-teachers. Problematic behavior looks 
different to the U.S. faculty than it does to the Chinese co-teachers, so behavior that requires 
discipline is up for interpretation.  
Moreover, one must understand that just like their students, the Chinese co-teachers 
speak English as a second language. Understandably, sometimes they may not have given the 
best translations of coursework, especially considering that they may not have a background in 
fashion. Much of the conflicts between the co-teachers and the U.S. faculty seem to stem from 
not only cultural miscommunication but from issues of organization and administrative 
leadership at China Yifang University as well.  
Students as Passive Learners. 
Based on the U.S. faculty members' observations, the Chinese students at China Yifang 
University were mostly passive learners. While the term “passive” can have a multitude of 
meanings, in this context, “passive learning” is regarded as the lack of participation and 
communication with the faculty among the Chinese student body. Although classroom 
participation is not the only marker of an active student, as one can remain active in many other 
ways such as taking notes, submitting assignments, etc., the U.S. faculty found it difficult to 
know if the students were understanding the content being taught. Since the Chinese students did 
not engage verbally with the teachers during class, a sign of active listening and learning in 
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Western education models, the visiting faculty were unable to gauge the students’ 
comprehension levels.  
The Maintainers indicated that the Chinese students were guarded and were not active in 
the classroom, rarely speaking up. The Maintainers also stated that the Chinese students might 
not have strong personal thoughts because of their country’s repressive culture.  
The Enthusiasts recognized that the Chinese students were afraid to ask questions in the 
classroom. This made it unclear as to whether or not they correctly grasped the teaching 
materials. Without the two-way communications between the U.S. faculty members and the 
Chinese students, the learning outcomes would be negatively impacted. Therefore, the 
Enthusiasts would find different ways to foster conversation in the classroom to make sure that it 
was not one-sided. It seems that the Enthusiasts had more passion for enhancing the learning 
environment and overcoming cultural barriers than the Maintainers.  
Altered Teaching Styles Due to Language Barriers. 
Since English is not the first language of the Chinese students, U.S. faculty members 
needed to adjust their teaching styles in order to make themselves more comprehensible during 
their courses. The Maintainers indicated that they spent more time explaining the fundamental 
concepts of their courses. This group also believed that the language barrier made teaching 
complicated and inefficient in China.  
The Enthusiasts implemented a more strategic teaching method when they taught in 
China. First, the Enthusiasts slowed down their English. This group was willing to accommodate 
their students as much as possible, no matter their English level. The Enthusiasts did not mind 
repeating their lectures frequently. The Enthusiasts also stated that they sent a list of fashion 
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industry vocabulary to the co-teachers in advance. This allowed for the co-teachers and the 
Chinese students to better prepare for the visiting faculty’s lessons.  
Ways of Engaging and Motivating Students. 
The U.S. faculty members utilized different tactics to motivate students’ interactions. 
Some methods were uniquely used in China because of the cultural differences between the U.S. 
and the Chinese students. 
The Maintainers shared their own professional stories with the Chines students. Because 
of their unique professional experiences, these "stories" could capture the Chinese students' 
attention. In addition, the Maintainers also established a very professional rapport with the 
Chinese students, creating a substantial level of engagement between the two parties. The 
Maintainers also brought chocolates and souvenirs to reward the Chinese students when they 
answered questions. The intention was to motivate the Chinese students by using rewards.  
The Enthusiasts urged the Chinese students to participate in the classroom, which was not 
required in the U.S. The Enthusiasts spoke to each student in the class to improve the interaction 
with the Chinese students. Having one student answer the question and asking other students to 
build on the answer also augmented students' interaction. Moreover, the Enthusiasts would ask 
the Chinese students to share their thoughts on particularly well-done assignments to increase 
their engagement. This group also used the local market and local shopping information to 
facilitate more engaging conversations in the classroom. Having a relaxing environment was 
crucial, so the Enthusiasts often played music in the classroom. The Enthusiasts also brought 
some candies to reward the Chinese students and prepared pop quizzes to improve the Chinese 




Learned Chinese Phrases. 
Some U.S. Faculty members decided to learn Chinese phrases to establish a better rapport 
with the students at China Yifang University. Some of the Enthusiasts indicated that Chinese is a 
complicated language however, learning and speaking some simple Chinese phrases would 
improve the relationship between the co-teachers and the Chinese students. The local people 
would perceive the simple communication in Chinese as an acknowledgment and appreciation of 
their culture, thereby improving their relationship.  
The Maintainers did not mention that learning Chinese phrases was crucial when they 
taught in China.  
Used More Visuals. 
Because of the cultural and linguistic differences between the U.S. and China, having 
more visuals to share with the Chinese students would make teaching more effective, and 
improve the learning outcomes. The Maintainers did not stress that having more visuals would 
be crucial when they taught in China. 
On the other hand, the Enthusiasts indicated that they used more videos, charts, graphics, 
and PowerPoint presentations when they taught in China. They believed that students could 
memorize the material better when they had visual presentations. The Enthusiasts also brought 
some Western magazines to show different fashion trends and products that the Chinese students 
would not have easy access to due to the censorship policies.  
Relayed Questions to Students. 
In order to have better learning outcomes, asking Chinese students more questions was 
one of the tactics the U.S. faculty members used. The Maintainers indicated that asking more 
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questions at the beginning of the course established a better pace and relationship with the 
Chinese students. 
The Enthusiasts stated that they needed to push the Chinese students to answer their 
questions and used different ways to ask questions to the Chinese students. For instance, they 
would ask the students to comment on the teaching materials.  
Importance of Self-Reflection. 
Based on various learning theories such as Experiential Learning Theory and 
Transformative Learning Theory, self-reflection plays a crucial part in the teaching process of 
educators. The Maintainers stated that they would review their PowerPoint presentations and 
made necessary adjustments before they taught in the Chinese classroom. The Chinese students 
might have issues with the teaching materials if they did not make any changes. The Maintainers 
also reflected on their environment and were very cautious about what they said in the Chinese 
classroom. Due to their fears of being surveilled, the Maintainers felt that they needed to remain 
diplomatic and neutral in the classroom.  
The Enthusiasts used self-reflection and discovered that if they made a mistake in the 
classroom, the Chinese students would make the same mistake by imitating their errors. The 
Enthusiasts often made adjustments to their teaching materials if they found that something was 
not appropriate or relevant to the Chinese students. Moreover, if there was an issue with a 
student, the Enthusiasts would reflect on the situation before approaching the student. Self-
reflection was a very proactive way to prevent any potential issues that might happen later. This 





Interacted with Local Teachers. 
Having allies and a good relationship with the Chinese co-teachers made teaching in 
China more comfortable and effective. The Maintainers indicated that they had a good working 
relationship with the local teachers and that they had mutual respect.  
The Enthusiasts viewed the Chinese co-teachers as their personal friends. This group 
explains that the co-teachers were very supportive of them. The Enthusiasts also indicated that 
they spoke slower and more precisely for the co-teachers to have a better translation of the 
teaching materials to the Chinese students. The relationship between the Enthusiasts and the 
Chinese co-teachers was more intimate and appreciative than that of the Maintainers.      
As the Enthusiasts were more willing to adapt themselves to Chinese culture and learning 
practices, it is not surprising that they had a more developed relationship with the Chinese co-
teachers than the Maintainers did. The co-teachers most likely felt more supported in the 
classroom amongst the Enthusiasts, while the Maintainers were viewed as an extremely foreign 
presence, as they resisted change.  
Earned Trust from Chinese Students. 
It was easier for U.S. faculty to teach in China when they earned trust from their Chinese 
students. The Maintainers mentioned that they would provide a very "safe" space for the students 
to express their views so that they would feel comfortable. Having created a "safe space" for the 
Chinese students seemed to provide a form of therapy for them. For instance, the Maintainers 
believed that the Chinese students were under an oppressive learning environment. The 
Maintainers tried to relax the Chinese students, making sure that they felt at ease so that they 
would act and speak freely without any penalty. In other words, all of the discussions in the 
classroom were kept confidential and would not be repeated to others. 
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The Enthusiasts discussed that gaining the Chinese students' trust helped them to share 
their thoughts. This trust would build the relationship beyond teacher and student, as the faculty 
became mentors. They were also able to develop a friendly relationship with the Chinese 
students. For instance, seemingly minor actions such as sharing photo selfies or listening to the 
music they brought to the classroom made the learning environment more amiable to the Chinese 
students.  
Received Feedback from Chinese Students. 
Receiving feedback from the Chinese students was crucial for the U.S. faculty to make 
necessary adjustments when teaching in such an unfamiliar environment. The Maintainers 
noticed that the Chinese students possessed a lack of sewing skills. To develop their skills, the 
Maintainers made sure to model the necessary steps on numerous occasions. The Maintainers 
would respond to their students’ request to repeat the lecture and would do so numerous times. 
This group implemented instrumental learning when the Chinese students indicated they needed 
to see the demonstration again.   
On the other hand, the Enthusiasts did not have a serious issue with the students' 
feedback. This is because little by little, this group continued to reflect on their teaching so that 
the Chinese students would not have any issues along the way. When the Enthusiasts received 
students’ feedback, they tried to respond to the students, reflecting on any issues and making 
adjustments to their teaching.  
Summary of Analysis 
  According to the participants’ descriptions of their teaching experiences in China, the 
researcher categorized two qualitative groups among the sample population – Maintainers and 
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Enthusiasts. The study’s findings, which were condensed into two analytic categories, were 
applied through the Maintainers’ and Enthusiasts' lenses and perspectives.  
 The cultural differences between the U.S. and China created a minimal impact on the 
Maintainers. The Maintainers were well aware of the cultural differences between the U.S. and 
China. This group had less tolerance and sympathy for the Chinese students’ behavior. For 
instance, a few Chinese students took naps in the classroom and copied homework from their 
classmates. The Maintainers would not tolerate these kinds of behaviors and complained to the 
co-teachers. Sometimes these complaints embarrassed the Chinese students because the local 
teachers usually did not care or do anything about the behaviors deemed unacceptable by the 
U.S. faculty. The Maintainers also believed that they were superior, and had a universal teaching 
style that could benefit everyone and be applied anywhere, including in China. This group 
thought that the students had the motivation to work hard because they wanted to have a better 
future. It seemed that the Maintainers had relatively less concern about the students' passion for 
the subject. The Maintainers truly believed that the Chinese students were very dependent and 
fearful of the authority, which was the reason why the Chinese students respected their teachers.    
                          The Maintainers complained about the Chinese students and the co-teachers' English 
language ability. This group did the bare minimum to accommodate the Chinese students. With 
this being said, China Yifang University did not invite most of the faculty members in the 
Maintainer category to come back to teach in the following years.  
On the other hand, the Enthusiasts were more culturally sensitive than the Maintainers. 
They were excited about the continued growth and development of China over the years and had 
an open mindset towards the China Yifang University. The Enthusiasts took note of the cultural 
differences and tried their best to accommodate the Chinese students. They understood that 
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failure to adapt to these cultural differences would have a negative impact on the students' 
learning outcomes.  
Consequently, the Enthusiasts made many changes when they taught in China. For 
instance, the Enthusiasts would slow down when speaking to the Chinese students, and used 
more straightforward sentences. The Enthusiasts showed their teaching passion tremendously. 
They understood that the Chinese students used their cell phones in the classroom because they 
relied on them to take pictures of the lectures and search for information from the internet, 
something usually frowned upon in the U.S. Somehow, the Enthusiasts were surprised that the 
Chinese students were not as dependent as they expected. It was interesting to note that the 
Enthusiasts did not react to the misbehaviors that were not accepted by the Maintainers. This 
group had more patience with the students and politely asked them to change. The Enthusiasts 
also appreciated that the Chinese students were overly respectful to the U.S. faculty members.  
The Enthusiasts believed not only in sharing their knowledge of the Western market with 
the Chinese students, but they were also keen on learning about the Chinese market, such as 
Chinese e-commerce business knowledge. This group constantly used self-reflection to seek the 
best teaching methods for the Chinese students. For instance, the Enthusiasts brought Western 
music to create a relaxed learning environment. This group changed and adjusted their teaching 
methods when they sensed that there was a need to implement things differently. The Enthusiasts 
were passionate about engaging their Chinese students and were always invited back by the 
China Yifang University to teach year after year.  
Naturally, the cultural differences between the U.S. and China led to various 
misunderstandings between the two countries. The Maintainers had embedded in their minds that 
the U.S. faculty members did their best and that most of the issues were the fault of the China 
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Yifang University. The Maintainers assumed that the passive learning culture and the language 
barrier negatively impacted the Chinese students’ learning outcomes. By understanding each 
other's cultural differences and trying to accommodate each other's needs, the outcomes would 
be improved. 
The cultural difference was the core theme that emerged throughout the holistic analysis 
of all the study findings. We considered the relationship between the U.S. and China's cultural 
differences and other core elements – behavioral differences, language barrier, psychological, 
sociological, and learning outcome impacts. It provided a "portrait" of the effect that cultural 
differences have between the U.S. and China. The cultural differences would lead the U.S. 
faculty members to teach the Chinese students differently, impacting their learning outcomes.  
Interpretation 
The insights captured in analyzing interview data from twenty-two U.S. faculty members 
are explored in this interpretation section. The researcher reveals sentiments and inferences for 
each finding highlighted in this analysis section. These justifications are supported by different 
pieces of literature and the researcher's teaching experience. The interpretation is arranged by 
applying the analytic categories presented in this chapter’s analysis section. 
          The interview data has capitulated substantial evidence that finalizes the prominence of the 
cultural differences between the U.S. and China, explaining how the teaching environment has 
influenced the Chinese students' learning outcomes.  
Analytic Category 1: The cultural differences between the U.S. and China transformed the 
U.S. faculty members’ teaching methods. 
          Awareness of cultural differences and adapting to these differences when teaching in 
China was presented in the analysis section as fabricates that supported the findings of this 
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modified case study. The researcher will apply the previous concepts to interpret the findings of 
this study. This analytic category's interpretation is arranged to demonstrate the cultural 
differences among Maintainers and Enthusiasts. However, each of the abovementioned groups 
reflects the awareness of cultural differences and the ways to adapt to these differences when 
teaching in China. The magnitudes of the adaptation to cultural differences when teaching in 
China vary, distinguishing the groups from each other.  
          As a result of the cultural differences between the U.S. and China, the Maintainers had 
inevitable adversities when teaching. Firstly, the learning and teaching styles were different from 
the West to the East. For instance, Western learning styles encourage students to interact with the 
instructor (Rao, 2017), which is lacking at the China Yifang University. The Maintainers also 
suspected that the Chinese students at Yifang University were nervous about their subpar English 
proficiency (Habib, Johannesen, and Ogrim, 2014), which had a negative impact on their class 
participation. 
          The Maintainers believed in the importance of Western pedagogy and individual 
development (Mast, 2016). However, the Chinese students at Yifang University mostly applied 
their traditional method of rote memorization tactics, which did not augment the students' critical 
and analytical skills (Charlesworth, 2008).  
           Even though the Maintainers were fully aware of the cultural differences between the U.S. 
and China in regard to teaching methods and students' learning style, the Maintainers did not 
make a drastic adjustment to their teaching in China because they believed they had a broader 
worldview (Ho, 2010). Most of the Maintainers wanted to implement teaching tactics to one of 
the four distinct learners (Felder & Silverman, 1988) – active learners through actions. The 
learning actions of the active learners include discussion, application, or explanation to the 
	
	 149 
students. However, it was challenging to implement this active learning through activities when 
teaching in China, due to the prominence of the passive learning style.   
          The Enthusiasts not only had an awareness of the cultural differences between China and 
the U.S., but the group also demonstrated the lengths that they would go to best accommodate 
their Chinese students. Based on Felder and Silverman's (1988) four distinct types of learners, 
the Enthusiasts attempted to transform the Chinese students from sensing learners to global 
learners. The Enthusiasts adapted to the cultural differences and adjusted their teaching tactics 
from the very beginning to accommodate the Chinese students’ sensing learning method. The 
sensing learners follow the traditional learning approaches, for instance, routine memorization of 
the teaching materials and preferring to learn facts (Felder and Silverman, 1988). Then, the 
Enthusiasts reflected on their teaching tactics and made drastic adjustments. For instance, the 
Enthusiasts would speak slowly and avoid compound sentences in the Chinese classroom to aid 
in their students’ comprehension of the lecture.  
          In addition, the Enthusiasts knew that the Chinese students lacked English proficiency 
(Habib, Johannsen, and Ogrim, 2014), so they would slow down their English lectures to 
accommodate the Chinese students. The Enthusiasts also fostered Western teaching styles based 
on individual development (Mast, 2016). For instance, they would explore new methods and 
resolutions when teaching in China – often by repeating the lecture and showing different 
techniques to the Chinese students.  
          Presenting an abundance of visual materials also ameliorated the learning comprehension 
of the students. The Enthusiasts applied the teaching tactics of visual learners (Felder & 
Silverman, 1988) to the Chinese students to counteract their lack of English skills. The 
Enthusiasts used a high number of visual items to teach in China such as magazines, 
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advertisements, charts, and other visual tools. The Enthusiasts believed that the visuals would 
help the Chinese students to understand the teaching materials.  
           Eventually, the Enthusiasts transformed some of the Chinese students into more active, 
reflective, and global learners (Felder and Silverman, 1998). The Chinese students who studied 
under the Enthusiasts would be more comfortable becoming active learners, possibly learning 
materials through different learning actions. For example, they may learn through discussion to 
facilitate learning from their peers and the instructor, and then apply the learning to different 
real-life situations. Finally, the learners would become teachers to explain their learning to 
others.  
           The Enthusiasts may also be able to transform the Chinese students to become reflective 
and global learners. Based on Felder and Silverman (1988), the Chinese students would 
deliberate their learning and learn from reflection. In time, the Enthusiasts would also transform 
the Chinese students into global learners, in order for them to view learning from different 
perspectives (Felder and Silverman, 1988).  
          The degrees of cultural awareness between the U.S. and China are demonstrated by the 
Maintainers and the Enthusiasts. Both of the abovementioned groups react and adapt to the 
cultural differences, which manifest in their teaching experiences. Although there are variations 
in how these two groups responded to the cultural differences when teaching in China, both 
groups are fully aware of the cultural differences between the U.S. classroom versus the Chinese 
classroom. Zhang (2006) indicated that Chinese students tend to be unengaged in deep thinking 
or interact in the classroom. 
          On the contrary, the U.S. system encourages the students to proactively interact with 
instructors or teaching assistants (Rao, 2017). The abovementioned systems contrast each other. 
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The result of directly applying Western teaching and learning styles without adapting to cultural 
differences beforehand can negatively impact Chinese students, causing anxiety, fear, or 
confusion (Choo (2007). Therefore, carefully planned teaching tactics are required before 
applying the Western teaching style to the Chinese students. The ways that the Maintainers and 
the Enthusiasts handled cultural differences when teaching in China created different learning 
outcomes for the Chinese students. Based on the student evaluations, the Enthusiasts achieved 
better student learning outcomes as they kept adjusting their teaching methods to accommodate 
the Chinese students.  
                       One must also take into account the biases U.S. faculty have as they teach in China. As 
the instances of discrimination against Asian Americans have increased during the Trump 
administration and the COVID-19 pandemic, it is no surprise that the participants of this study 
may have also been impacted by these events. Both Maintainers and Enthusiasts have fallen prey 
to the various stereotypes Americans hold with respect to the Chinese and Asians in general. For 
example, as seen in the research findings of Chapter IV, two U.S. faculty members made 
generalizations about Chinese and Asian individuals in regard to their advanced abilities in 
mathematics. This is a common misconception that often gets perpetuated in the American 
education system. Some of the participants’ descriptions of their impressions of China also 
possessed undertones of prejudice. Additionally, describing the Chinese students in such a 
homogenous way and seeing them as “passive” may be examples of how the participants’ biases 




Analytic Category 2: The U.S. faculty members tackled cultural-based challenges and 
obstacles by implementing new or altered teaching methods to adapt to their unfamiliar 
environment. 
           Cultural differences between the U.S. and China can lead to misunderstandings among the 
U.S. faculty members, the Chinese co-teachers, and the Chinese students. These 
misunderstandings also created some obstacles and tensions when teaching in China. Both the 
Maintainers and the Enthusiasts believed that the Chinese students were passive learners. Their 
reactions and teaching styles used to overcome student passivity tended to diverge.  
The Maintainers recognized that the Chinese students were living under an authoritative 
regime. They avoided talking about sensitive or taboo topics in the Chinese classroom, such as 
political and human rights issues. The Maintainers strongly believe that the sole reason for the 
students’ passivity is the authoritarian government.	Because of this,	the Maintainers feel that the 
Chinese students would learn best through traditional, passive lecturing to understand the 
rote/instrumental skills being taught. The Maintainers mostly lectured to the Chinese students 
because they did not believe that critical thinking and problem-solving skills could be taught 
effectively in China. In other words, the Maintainers did not make any changes to their teaching 
styles.  
Some Maintainers believed China is still a third-world country. This group desired for the 
holistic Chinese education system to be reformed and move away from the Banking Concept of 
Education (Freire, 2000). On the contrary, most of the Maintainers taught in China by applying 
the Behaviorist style (Gailbraith, 1990). The material and content they taught required plenty of 
lecture hours without much student discussion. For instance, apparel pattern making and sewing 
require the instructors to demonstrate (lecture) the teaching materials to the students. Then the 
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Chinese students follow the demonstration and re-produce the project step by step. Since rote 
skills are being taught, rather than innovation work, the Maintainers spent most of their time 
lecturing to the Chinese students, thereby falling under the influence of the Banking system from 
Freire (2000). This can be viewed as contradictory, considering that the Maintainers do not 
perceive themselves as Behaviorists, and believe that China must move away from the Banking 
system and explore Western pedagogy.  
The Maintainers also frequently criticized the Chinese students and the co-teachers’ lack 
of English proficiency, which they felt led to insufficient class participation. Indeed, the 
Maintainers were not the group of educators that fostered many class discussions. However, 
some of the Maintainers had one-on-one conversations with the students, where they evaluated 
their works individually and provided feedback. 
In order to foster a connection with their students, the Maintainers often shared their life 
experiences with the Chinese students. Based on Andersen, Boud, and Cohen (2000), if the 
Maintainers continuously reflect upon their prior experiences and share them with the Chinese 
students and co-teachers, then the Chinese students and the co-teachers would learn from the 
Maintainers' prior experiences and errors in the past.  
Like the Maintainers, the Enthusiasts also believed that certain topics should be avoided 
in the Chinese classroom, such as economic and political issues. Some Enthusiasts viewed 
China’s strict censorship policies as a reason for the students’ passivity. Students are hesitant to 
reflect critically on their government due to the consequences of discussing the undiscussable 
(Argyris, 1980). With a respect for authority drilled in their minds, paired with the fear to speak 
out against the government, it is no wonder that the Chinese students were passive learners. This 
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group recognized that students themselves may be fearful to open up to the U.S. faculty about 
certain controversial topics, due to the surveillance cameras present in the classroom.  
The Enthusiasts understand the weaknesses of the Banking Concept of Education (Freire, 
2000) and felt that it was not the best teaching method for the Chinese students. The group 
sought different ways to motivate students to participate in the classroom. For example, the 
Enthusiasts proactively asked the Chinese students more questions and encouraged them to 
participate in the classroom. Other Enthusiasts made sure to talk to each student individually, 
interacting with them to create an engaged classroom. The main objective when encouraging 
students to participate is to transform the learning environment from a teacher-centered 
classroom into a more student-centered one (Freire, 2000). Furthermore, the Enthusiasts fostered 
Mezirow's (2000) autonomy concept and hoped that the Chinese students would learn and think 
autonomously.  
Consequently, the Enthusiasts believe that the education system should be co-intentional 
education and problem-posing education (Freire, 2000). This group also acknowledges that in 
order to be an effective instructor, it is not only about teaching the curriculum. They realize that 
both the instructors and students are responsible for the teaching and learning processes (Freire, 
2000). The Enthusiasts initiated different methods to motivate students to engage in the 
classroom, for instance, by complimenting the good work of a student and inviting them to tell 
the rest of the class where and how to come up with the assignment's answers. The entire process 
was very interactive and engaging for both the instructor and the students. Freire (2000) also 
indicated that by having a continuous dialogue between the students and instructor, both groups 
could learn and grow together.  
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Furthermore, reflection played a major role in the Enthusiasts' pedagogy in China. 
Mezirow (2000) indicated that adult learners are essential to emphasize contextual 
comprehension and critical reflection on assumptions. Thus, the learners need to validate 
meaning by evaluating rationales during the learning process. For example, the Enthusiasts 
would reflect on what they said in the classroom and make adjustments for next time. In other 
words, if the Enthusiasts made an error or false statement in the Chinese classroom, after their 
reflections, the Enthusiasts would prevent themselves from making the same mistake again.  
Receiving feedback from the Chinese co-teachers and students is also an important aspect 
of self-reflection for the U.S faculty members. Kolb’s (1984) model describes how people build 
knowledge from experiences to the cycle of action and reflection - Kolb Experiential Learning 
Cycle (1984) model. After the self-reflection, the U.S. faculty members adjusted their teaching 
materials to achieve better learning outcomes for the Chinese students.  
A majority of the Maintainers and the Enthusiasts indicated that the Chinese students 
from China Yifang University were passive learners. One of the obstacles for the U.S. Faculty 
members when teaching in China was that students did not interact or participate in the 
classroom. Xiao (2006) and Zhang (2006) indicate that the Chinese students do not like to ask or 
answer questions or engage in deep thinking in the classroom. However, Xiao (2006) states that 
after the Chinese students were exposed to the Western teaching style, their critical thinking 
skills were augmented.  
When collectively reviewing the Maintainers and Enthusiasts, there was evidence that 
they encountered a few conflicts with the local co-teachers. The Maintainers and the Enthusiasts 
experienced and resolved the issues in different ways. For instance, the Enthusiasts proactively 
interacted and reached out to the co-teachers to build rapport. On the other hand, the Maintainers 
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simply kept a cordial, civil relationship. There was not much interaction between the Maintainers 
and the Chinese co-teachers. Fortunately, both groups of U.S. faculty members did not ruin their 
relationships with the local Chinese co-teachers. Having a good relationship with the Chinese co-
teachers can foster group learning scenarios to achieve a win-win situation. According to Yorks 
& Marsick (2000), groups of learners can learn as separate entities that are fundamentally 
different from people learning individually. Lastly, most U.S. faculty members understood that 
the Chinese co-teachers could be their best allies when teaching in China. Besides, they could 
learn from each other.  
A majority (77%) of the Maintainers and the Enthusiasts indicated that they altered their 
teaching styles due to the language barrier at the China Yifang University. The Maintainers and 
the Enthusiasts focused on the best way to accommodate Chinese students when teaching in 
China. For instance, the Enthusiasts might send a list of fashion industry vocabulary to the co-
teacher in China in advance so that they could be fully prepared. This tactic would reduce 
potential issues that might come up during the lecture amongst the students and co-teachers due 
to the language barrier. Both groups also spoke in slow, plain English.  
The abovementioned tactics generated more dialogues between the U.S. faculty members 
and the Chinese students, as the students were better able to comprehend and engage with the 
material being taught. The dialogic learning (Freire, 2000) between the U.S. faculty members 
and the Chinese students in the classroom can foster class participation, which is currently not 
present in the Chinese classroom.  
Summary of Analysis, Synthesis, and Interpretation 
Although the Maintainers and Enthusiasts encountered multiple teaching obstacles due to 
the cultural differences between the U.S. and China, all of which warranted various responses, 
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the awareness of these differences remained constant amongst both groups. The Maintainers and 
the Enthusiasts responded dissimilarly to the Chinese cultural differences, demonstrating the 
various reactions to the challenges faced when teaching in China.   
While the Maintainers were fully aware of the cultural differences between the U.S. and 
China, this group did not make radical changes to their teaching styles in China. The Enthusiasts 
made drastic adjustments to accommodate the Chinese students. The results were evident that the 
Enthusiasts supported the Chinese students to get the highest learning outcomes, and the 
Enthusiast received the highest student evaluation scores.  
Regardless of the dissimilarity of the responses of cultural differences by the Maintainers 
and Enthusiasts, they share the collective opinion that most Chinese students at China Yifang 
University are passive learners (i.e., lack of participation and verbal engagement). Different 
strategies to engage and motivate the students are needed to improve their learning outcomes. 
Lastly, China’s authoritarian regime had an impact on the U.S. faculty’s comportment 
and teaching style. Both the Maintainers and Enthusiasts were extremely cautious about what 
they said in the classroom and avoided discussing controversial topics, due to the presence of 
surveillance cameras at the university. The Enthusiasts understood that due to China’s censorship 
policies, students may be extremely careful of what they say in class, causing them to speak out 
even less. The group recognized this challenging dilemma and tried their best to understand the 
culture, while at the same time encouraging their students to participate.  
 This modified case study has uncovered the effects that cultural differences have on U.S. 
faculty members who teach in China. There is an increasing demand for American instructors to 
travel overseas to teach for short-term assignments. The need to foster cross-cultural 
understanding between the East and the West has prominently increased in the last decade. It is 
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imperative to have fully prepared and self-reflective instructors to teach overseas to maximize 
the students’ learning outcomes. Unfortunately, only a few research studies are being conducted 
on the cultural differences that impact U.S. faculty who teach for short-term assignments in 
China. 
          The variances of behavior between the Chinese students and American students create 
different types of obstacles for the U.S. faculty members when they teach in China. By 
disregarding the realities of the cultural differences between the East and the West, the Chinese 
students’ learning outcomes would be negatively impacted.  
The challenges of teaching a larger number of international students are intense. The 
teaching methods that must be employed in China are also very different from those when 
teaching traditional domestic U.S. students. Cultural differences between the U.S. and China 
might lead to more substantial issues as well, such as misunderstandings that may cause the 
termination of the international exchange scholars’ programs or study abroad programs.  
Despite the dissimilar responses to cultural differences, this study’s participants shared a 
collective sense that most Chinese students at China Yifang University were passive learners. 
Different types of engagement and motivation techniques and teaching methods are needed to 
augment the Chinese students’ learning outcomes.  
Lastly, some of the U.S. faculty members, especially the Maintainers, indicated that 
Chinese students are still living under an authoritarian government that made them passive. The 
language barrier also brought forth many challenges, leading the Chinese students to receive 
relatively low learning outcomes from the courses taught by the U.S. faculty. Thankfully, the 
sufficiently self-reflective U.S. faculty members would try to accommodate the Chinese students 
as best as they could at China Yifang University. Data and findings proved that the U.S. faculty 
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members who were most willing to adapt their teaching style to the Chinese students’ needs 
generated high student learning outcomes and high student evaluation scores.  
Revisit Assumptions 
 As the researcher discussed in Chapter I, there were four assumptions associated with this 
modified case study. The following section discusses each of the assumptions taking note of the 
findings exhibited in Chapter V and the analysis revealed earlier in the current chapter.  
 The first assumption underlying this study was that the participants would not easily 
share their insights with a visiting professor. This assumption was proved through the findings 
and during the interviews. Some of the participants were not willing to share all of their 
experiences in China. One of the apparent reasons is due to the researcher being a colleague of 
the participants in this overseas teaching assignment. 
 The second assumption was that the participants might feel uncomfortable sharing their 
personal experiences. This assumption was proved to be accurate because the Provost's Office of 
the U.S. Apparel University approved this research study. Some of the participants did not want 
to reveal uncomfortable and potentially stressful experiences. During the interviews with the 
participants, they demonstrated some reluctance to answer all of the personal sentiments 
questions in detail.  
 The third assumption was that some participants might not be willing to change any 
teaching method because of the short-term overseas teaching assignments. The findings 
disclosed reactions from some participants, mostly the Maintainers, who were unwilling to 
drastically adjust their teaching methods for short-term overseas teaching assignments to 
accommodate the Chinese students.  
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The fourth assumption was that the participants are willing to embrace different cultures. 
The findings proved that all the participants were very aware of the cultural differences between 
the U.S. and China. Most of the participants would accommodate the Chinese students because 
of the cultural differences.  
Contribution to the Literature 
 This modified case study has made three contributions to the prevailing literature. The 
first contribution fortified the prominence of the awareness of the cultural differences between 
the East’s and West’s learning and teaching methods, as well as the students’ preferred ways to 
learn.  
          The second contribution highlighted and illuminated some hidden reactions of the U.S. 
faculty members’ perceptions and perspectives of teaching in China. There were some 
recommendations expressed by the U.S. faculty members about what both parties, the China 
Yifang University, and the U.S. Apparel University, could do to improve the exchange scholar 
programs.  
          The third contribution extended the application of two prominent adult learning theories to 
this modified case study: Experiential Learning Theory and Mezirow's Transformative Learning 








CONCLUSIONS AND RECOMMENDATIONS 
Introduction 
The purpose of this modified case study was to explore with 22 U.S. faculty members at a 
college in the U.S., their perceptions of cultural differences in the Chinese classroom and how 
they learn to cope and adapt to these differences in their teaching practice.  
          The researcher identified various cultural differences between the U.S. and China when 
the U.S. faculty members teach at China Yifang University. The researcher also revealed some 
adjusted teaching methods that the U.S. faculty members adapted and applied when they 
encountered the obstacles led by these cultural differences. This study generated insights into 
how to tackle cultural-based challenges when U.S. faculty members teach in China. 
Conclusions 
           The researcher has drawn three significant conclusions based on the findings of this 
modified case study.  
Conclusion 1: 
          U.S. faculty should take into account the cultural context that affects student 
learning. This conclusion aligns with both research question 1 and research question 2. 
Throughout this study, it became evident that the U.S. faculty members demonstrate a variety of 
responses to make sense of the cultural differences in China. Without having a clear 
understanding of these cultural differences, it would be arduous to accommodate Chinese 
students with the best and most effective teaching tactics. Thus, the U.S. faculty must prepare in 
advance of teaching in China, to familiarize themselves with the culture. There are some cultural 
differences, such as the passive nature of the students, the communication challenges due to 
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varying English levels, and strict censorship policies, that are insurmountable. This creates many 
obstacles for faculty in terms of having an awareness of what to do or how to interact with 
students and knowing what is appropriate for discussion and what is not. However, faculty must 
work around these obstacles and operate within the present framework, to best impact their 
students. The faculty members' life experiences, such as frequent international traveling, would 
create more flexibility to accept and resolve cultural-based issues as well.  
Conclusion 2: 
          When faculty teach in China, they should be willing to expand their teaching 
strategies to influence the learning of students. U.S. faculty who teach in China must be more 
flexible in their approach. They must adapt to the cultural differences and in doing so, use a 
wider range of teaching styles and strategies to influence the learning of students. It is essential 
for the U.S. faculty members who teach in China to identify various tactics to adjust their 
teaching methods in order to accommodate cultural differences and overcome these obstacles. 
Faculty should be extra aware of the feedback they receive from students, practice more self-
reflection on their teaching methods, and interact with the Chinese co-teachers. Since it is not 
viable for all U.S. faculty members to acclimatize the Chinese students’ learning process and 
methods, the U.S. faculty members’ willingness, readiness, and flexibility to adjust the teaching 
methods to maximize the students' learning outcomes is the most crucial process needed. 
Recommendations 
          The cultural differences between the U.S. and China make for an incredibly nuanced and 
challenging teaching experience for U.S. faculty who teach in China. Thus, the researcher 
provides three recommendations: one recommendation for the international study department’s 
administrators of both the U.S. Apparel University and the China Yifang University, a second 
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recommendation for the U.S. faculty members and Chinese co-teachers, and a third 
recommendation for the Chinese students.   
Recommendations for the Department Administrators of the U.S. Apparel University & 
the China Yifang University 
           The researcher recommends that both U.S. Apparel University and the China Yifang 
program administrators implement an action research study every 4 to 6 years. The action 
research study would ensure that the program offers the best and the most updated materials to 
the Chinese students in this international teaching program. Furthermore, it will guarantee 
transparency between the two universities. Both parties could learn from each other and the 
“borrow and lend” education policy (Steiner-Khamsi, 2010) could maximize the students' 
learning outcomes. U.S. faculty members might also learn better ways to communicate with the 
Chinese co-teachers and improve their teaching methods from the action research study. For 
instance, they can learn how to augment active learning tactics to the students and how to blend 
and balance these tactics into the traditional behaviorist teaching method.  
           The Action Learning Committee from both the U.S. Apparel University and the China 
Yifang University administrate and develop the principal recommendation. This committee 
should consist of the U.S. faculty members, the Chinese co-teachers, the Chinese students, and 
both Universities’ program administrators of this collaboration program. The committee meets 
annually and addresses any feedback from the U.S. faculty members, the Chinese co-teachers, 
the Chinese students, and the program administrators from both universities. This feedback 
would mitigate potential conflicts between the U.S. faculty members and the Chinese co-
teachers. For instance, the U.S. faculty members complained about the co-teachers’ language 
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barrier; the China Yifang University would be able to assign another co-teacher who has a higher 
English proficiency to assist the U.S. faculty member with teaching in the Chinese classroom. 
          Indeed, the program administrators need to foster more interactions between the faculty 
members from both institutions. An annual appraisal will be implemented and the information 
will be shared with all U.S. faculty members and Chinese co-teachers to determine the level of 
cultural differences that impacts the teaching methods. Consequently, the action research study 
will consolidate all of the 4 to 6 years' appraisal reports and make the necessary adjustments to 
the new incoming cohort's curricula. 
          After the first curricula adjustment implemented by the Action Research Study 
Committee, based on Lewin’s Experiential Learning Model (Kolb, 1984), the holistic process 
will need to start again. The collaborative international program between the U.S. Apparel 
University and the China Yifang University would be back to the first stage of Lewin's model, 
the concrete experience (Kolb, 1984). The action research study committee will then implement 
the second stage of Lewin's model, the Observation and Reflections. After reviewing all of the 
program process observations and reflections from the feedback of the U.S. faculty members, the 
Chinese co-teachers, and the Chinese students, the committee would have the formation of 
abstract concepts and generalization of the collaboration program. In other words, the committee 
would have a clearer idea of the revised program's structure in the third stage. Lastly, the Action 
Research Study Committee would test the implications of concepts in new situations again 
(Kolb, 1984). The abovementioned Lewin’s Experiential Learning Model is a continuous 






The graphic form of the theoretical framework from Lewin's Experiential Learning Model is 
presented in Figure 6.1. 
Figure 6.1:  
Lewin’s Experiential Learning Model - (Kolb, 1984). 
Lewin’s Experiential Learning Model 
 
 
          Having an accomplished action research study will involve substantial teamwork among 
the U.S. faculty members, the Chinese co-teachers, the Chinese students, and both institutions' 
administrative members. The researcher provides specific recommendations to each of the 
abovementioned groups who are desiring to participate in the action research study to 
accomplish the study seamlessly. 
                      Moreover, the China Yifang University and the U.S. Apparel University should be held 
more accountable by providing streamlined student evaluations. Through an organized and 
















and the meeting of learning goals and objectives. This would eliminate any conflicts between the 
two institutions, and professors would be invited back based solely upon merit and teaching 
quality, rather than university politics.  
         Additionally, the department administrators of the China Yifang University and the U.S. 
Apparel University should implement an orientation program for U.S. faculty upon arriving in 
China. An orientation program would help to acclimate foreign faculty, giving them a briefing on 
what to expect from their time teaching in China, in regard to student behavior, learning style, 
and major cultural differences. This would not only quell visiting faculty’s anxieties about 
teaching and living in a foreign country but would also prepare them for a successful, enriching, 
and impactful experience in China.  
Recommendations for the U.S. Faculty Members and the Co-Teachers. 
 The efficiency of the international collaboration program is reliant on various factors. 
Understanding the cultural-based differences between the U.S. and China is one of the most 
crucial elements. The U.S. faculty members and the Chinese co-teachers need to resolve cultural 
challenges together. Thus, it is vital that the U.S. faculty members and the Chinese co-teachers 
sustain the critical tactics collaboratively. There are two components of the collaboration: (1) 
group learning, and (2) active learning and co-intentional education and problem-posing 
education. 
Group Learning 
 Implementing group learning at the beginning of each semester would aid both the U.S. 
faculty members and the Chinese co-teachers in comprehending each other’s cultural-based 
differences. Yorks & Marsick (2000) designate that group learning has different learning 
outcomes than independent learning. Cranton (1996) indicates that the Group of Collaborative 
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Inquiry (1993) recommends adult education knowledge must be comprehensive. For instance, 
the knowledge information must come from various sources, and different communication 
approaches.  
          In the group learning approach of this international collaborative program, the goal should 
be focused on creating various curricula that would be beneficial to the program (Cranton, 1996). 
The U.S. faculty members and the Chinese co-teachers would refine the curricula updates and 
revising processes. Lastly, through the group learning approach, both the U.S. faculty members 
and the Chinese co-teachers might apply Steiner-Khamsi’s (2010) Policy Borrowing and 
Lending in Education’s concept to the collaboration program. Thus, both the U.S. faculty 
members and the Chinese co-teachers could learn from each other’s educational methods or 
policies and select the best teaching approaches in this international fashion collaboration 
program.  
Active Learning and Co-Intentional Education and Problem-Posing Education 
The researchers recommend that the U.S. faculty members and the Chinese co-teachers 
implement more active learning in the classroom. This active learning would strengthen 
prominent learning materials, concepts, and skills. Active learning would also offer opportunities 
for the Chinese students to reflect and discuss the teaching materials, encouraging classroom 
participation as well. 
Moreover, co-intentional education and problem-posing education is another superb 
teaching tactic (Freire, 2000) the U.S. faculty members should utilize when they teach in China. 
The instructors and the students are both responsible for the entire co-intentional and problem-




Pandemic – Remote Learning and the Transformative Learning 
In 2020, much of the world was put under "lockdown" due to the COVID-19 pandemic. 
In May 2020, the China Yifang University requested the U.S. study site to offer remote learning 
to their students. The U.S. faculty members did not need to travel to China to teach their courses. 
All lectures were delivered via Zoom. The remote learning mode created additional stress for the 
U.S. faculty members, the Chinese co-teachers, and the students in China. Indeed, all U.S. 
faculty members and Chinese co-teachers are experiencing the transformative learning process, 
due to the disruptive nature of the pandemic. 
          The U.S. faculty members needed to adjust their teaching styles even more via this remote 
teaching. Some of the U.S. faculty members never experienced teaching online classes before, 
therefore it was necessary to adopt new teaching methods. Learning to be flexible and respond to 
a challenging teaching environment is the new norm for educators. Furthermore, the teaching 
hours were challenging as well. Since there is a 12-hour time difference in China, U.S. faculty 
members were required to teach the first section from 6:00 am until 9:30 am, and the last section 
from 8:00 pm to 11:30 pm. As a result, the U.S. faculty members only had 6 and half hours 
between the 2 teaching sections.  
Recommendations for the Chinese Students. 
          The Chinese students from the China Yifang University are indeed encountering 
transformative learning when they attend the U.S. faculty members’ lectures. The magnitude of 
transformative learning might vary between individuals. Therefore, the success rate of this 
transformative learning would depend on the magnitude of the Chinese students' reflection and 
adjustment to their learning environment. 
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All the 10 stages of the transformative learning process (Mezirow,1997) can be identified 
by individual Chinese students in the table below: 
Table 6.1:  
The 10 Stages of Transformative Learning of the Chinese Students at China Yifang University. 
1.)  Disorientating Dilemma All of the lectures are in English, and it is 
easy to get lost in classes. 
2.) Self-examination Lack of English proficiency, reflection on 
what to do to pass the courses. 
3.) Critical Assessment of Assumptions Reflected on weaknesses and tried to make 
improvements. 
4.) Shared nature of experience Talked to classmates and parents.                    
5.) Exploring options Evaluated what other things one could do 
besides improving English skills. 
6.) Planning a course of action Had a plan for what to do in future courses, 
such as more study hours. 
7.) Acquiring knowledge and skills Took more English conversation courses to 
improve English listening and conversational 
skills. 
8.) Provisional trying on of new roles Tried to be proactive and participate in the 
classroom, and study harder. 
9.) Building competence and self-
confidence 
Involved in more class discussions and were 
confident about one’s English skills. 





           Should the Chinese students be influenced by Western teaching styles, there is a potential 
for transformative learning, as indicated by Mezirow (1997). Since Mezirow’s Transformative 
theory (1997) was founded at Teachers College, Columbia University, the adult learning students 
should carry on his legacy. The researcher indicates that transformative learning can be formed 
in the Chinese students' interactions with U.S. faculty.                                                               
The Chinese Foreign Students Market in the U.S. 
          A successful teaching experience in China has many implications for the success of 
faculty at their home institutions in the U.S. For instance, roughly 80% of students at Columbia 
University’s School of Professional Studies are from Asia (personal communication, February 
29, 2020). If U.S. faculty members do not sufficiently adjust and self-reflect on their teaching 
styles to accommodate international students, the U.S. higher education sector will lose its 
competitive advantages to other counterpart countries, such as Canada and the U.K. Many U.S. 
higher education institutions will suffer financially, and some minor, private and public 
institutions might file bankruptcy if Chinese enrollment drops. For instance, the University of 
Illinois insures itself against the possible drop in Chinese enrollments (Times Higher Education, 
2018). The revenue generated by international students is crucial for U.S. higher education 
institutions.  
Furthermore, U.S. institutions need to take the opportunity to improve the relationship 
with other Chinese universities. During the Trump Administration, Chinese students were 
discouraged from studying in the U.S. Currently, Chinese students account for roughly a third of 
the money spent by international students in the U.S. on tuition, fees, and living expenses, which 
is substantially higher than students from other countries (U.S. News, 2020). Augmenting the 
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U.S.-Chinese relations and tackling the culture-based differences which cause 
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APPENDIX A: PRIMARY INTERVIEW 
 
A) What are the cultural differences U.S. faculty encounter when teaching in China?  
 
1. Tell me, what do you feel are any cultural differences when you teach in China?  
2. If one of your colleagues asks you, what would you tell them about the cultural differences 
they will encounter in the Chinese classroom? 
3. What would you say are the pluses or minuses of teaching in China?  
 
B) What cultural–based obstacles do participants describe they face while teaching in      
China? 
4. In the past, when you taught in China, what did you do differently? 
5. In what ways did you change your teaching methods when you taught in China? 
6. In the past, in what ways did you adjust your teaching strategies when teaching in a Chinese 
classroom? 
 
C) What are the ways that the participants learned to overcome these obstacles? 
 
7. Please describe some of the things that may have stood in the way of your teaching in 
Chinese classrooms because of cultural differences?  
8. Can you talk about a time when your lesson plan did not go as planned because of cultural 
differences?  
9. To what extent do you think you were able to achieve a community of understanding in your 
Chinese classroom?  
10. What did you do when you encountered obstacles when you taught in China? 
11. What did you do to handle the challenge of cultural differences you faced teaching in 
China? 





APPENDIX B: EMAIL CORRESPONDENCE 
 
Email to Potential Participant 
Dear {Name of potential Participant}. 
I hope all is well with you. 
You have been identified as a faculty member who teaches a few short-term courses at XX 
University in China in the last 5 years. The Office of the Dean of International Education 
recommends that you participate in an interview exploring how you teach, how you adjust your 
obstacles teaching, and other positive or negative experiences you might have in China. 
This interview and the Questionnaire are the core part of a research study on how the faculty 
members who teach in Chinese universities on short-term assignments understand how they learn 
to adapt to the teaching and learning challenges they encounter when they teach and stay in 
China.   
 
Also, this research study is part of my doctoral dissertation. This study will support the 
requirements of the Doctor of Education degree in Adult Learning from Teachers College, 
Columbia University. 
 
The research findings can help to develop a deeper understanding of the U.S. faculty members' 
teaching experiences and obstacles in China. Also, the study could foster a further and closer 
connection with XX University in China. 
The participation in this research study is voluntary, and you can decline to participate at any 
time. If you wish to participate in this study, please: 
a) Review the attached Informed Consent Form. 
b) Review and complete the Participant's Right Form 
Please be noted that I will contact you to schedule a one-hour interview. The interview will take 
place at either the U.S. Apparell University, or via Zoom (a video conferencing program). 
Also, please be noted that the interview will be audio-recorded to allow for an accurate analysis 
of the research study's findings. As a part of the researcher's commitment to confidentiality, your 
name will be omitted from the report. None of the data from individual interviews will be shared 
in a way that can lead to the identification of any participants. Themes from the interviews will 
be reported, and direct quotes used will have all the identifiers removed. 
Should you have any questions, please feel free to email me at peter_chan@fitnyc.edu or call me 
at 917-885-8656. 
Thank you in advance, 
Sincerely, 




APPENDIX C: INFORMED CONSENT 
Teachers College, Columbia University 
525 West 120th Street 




DESCRIPTION OF THE RESEARCH STUDY 
You are invited to participate in a research study that explores the U.S. instructors' teaching 
experiences and obstacles when they are teaching in China. The study will be conducted by Peter 
W. Chan, a doctoral candidate at Teachers College, Columbia University. 
You will be asked to participate in an interview with Peter that will take place at a mutually 
agreeable time. The interview will take place at either the U.S. Apparell University, or via Zoom 
(a video conferencing program). At the interview, you will be asked about your teaching 
experiences, how you learn to adjust your teaching in China, and obstacles you might encounter 
when you teach in China. There is also a questionnaire for you to answer after the interview. 
With your permission, the interview will be audio recorded. The recording allows the researcher 
to ensure an accurate analysis of the research study's findings. None of any identifiable 
information will be shared in the study report. Please also be noted that after the completion of 
the study, the recording will be deleted. 
Your selection for this study is based on meeting the following criteria: 
1. The Dean of International Studies office identifies you have been assigned to teach in 
China for a short-term teaching assignment.  
2. Taught in China less than five years ago. 
3. Teach in China at least two times or more.  
4. Have been teaching at the college level for more than three years. 
5. Supported by the faculty members' home department, Deans of your School, and the 






RISKS AND BENEFITS 
The risks with participation are minimal. You will not be required to disclose confidential or 
proprietary information. You can discontinue participation at any time. Participation is voluntary. 
Based on the discussion topics, it is not anticipated that there will be discomfort or distress for 
participants. There is no direct benefit for participants of participation in this research study. 
There may be an indirect benefit, through participation in the interview, of gaining more in-depth 
insights into your teaching experience in China. 
PAYMENTS OR INCENTIVE 
While there is no payment or incentive for participation in this research study, you will receive a 
summary of the study's findings upon completion. 
DATA STORAGE TO PROTECT CONFIDENTIALITY 
Research materials, including recordings and transcripts, will be stored in a password-protected 
computer. All information will be erased of identifiers, and all names (including names of 
participants, organizations, and any names spoken during interviews) will be changed into 
pseudonyms. All the identification codes will be stored privately.  
Any printed copies of research materials will be kept in a locked filing cabinet. No real names or 
information that can lead to the identification of participants will be published.  
TIME INVOLVEMENT 
The interview duration is estimated at up to 60 minutes. The estimated interview time to review 
the invitation materials, complete and submit the consent form, and to schedule the interview is 
estimated at 10 minutes. 
HOW WILL RESULTS BE USED 
The findings of the study will be reported in Peter W. Chan's dissertation. The dissertation will 
be submitted as a part of the requirements for Peter's doctoral degree. Potentially the findings of 
the study may be published in an academic or practitioner journal. Peter may also present in the 





APPENDIX D: PARTICIPANTS RIGHTS 
 
Principal Interviewer/ Researcher: Peter W. Chan 
Research Title: The Experiences of U.S. Faculty Adapting to Cultural Differences in Teaching in 
China 
• I have read and discussed the Research Description with the researcher. I have had the 
opportunity to ask questions about the purposes and procedures of this research study. 
 
• My participation in this research study is voluntary; I may refuse to participate or withdraw 
from participation at any time without jeopardy to future employment or other entitlements. 
 
• The researcher may withdraw me from the research at his professional discretion. 
 
• During the research study, if significant new information that has been developed becomes 
available, which may relate to my willingness to continue to participate, the researcher will 
provide the information to me. 
 
• Any information derived from the research project that personally identifies me will not be 
voluntarily released or disclosed without my separate consent, except as specifically required 
by law. 
 
• If at any time, I have a question about the research study or my participation, I can contact the 
researcher, who will answer my questions. The researcher's phone number is 917-885-8656. 
 
• If at any time, I have comments or concerns regarding the conduct of the researcher or 
questions about my rights as a research participant (subject), I should contact Teachers 
College, Columbia University Institutional Review Board, IRB.  
The phone number for the IRB is (212) 678-4105. Or, I can write to the IRB at Teachers 





• I should receive a copy of the Research Description and this Participant's Rights document.  
 
• Audio-taping is part of this research, only the principal researcher and members of the 
research team will view the written, and/or audiotaped materials. 
o I {  } consent to be audiotaped 
o I {  } do not consent to be audiotaped. 
 
• My signature means that I agree to participate in this study.  
 
“I agree” box and typing your name below, you are electronically signing this consent form to 
participate in this study. You affirm that an electronic signature has the same effect as a written 
signature. You also confirm you are 18 years or older. To agree: Check the “I agree” box and 
click NEXT to participate in the study. 












































WHAT THE SCORE MEANS  
  
Each of the scores reflects a particular philosophy of adult education:  
  
L = Liberal Adult Education  H = Humanistic Adult Education  
B = Behaviorist Adult Education  R = Radical Adult Education  





The highest score reflects the philosophy that is closest to one’s own belief; the lowest score 
reflects a philosophy that is least like one’s own belief. For example, a score of 95-105 indicates 
a strong agreement with a given philosophy; a score of 15-25 indicates a strong disagreement 
with a given philosophy. If the score is between 55 and 65, it most likely means that the 
participant neither agrees nor disagrees strongly with a particular philosophy.  
 
Note that there is no “right” or “wrong” philosophy. The Inventory is designed only to give the 
information about one’s own beliefs, not to make judgments about those beliefs. The participant 
may want to give some thought to how their own belief influences the actions as an adult 
educator.  
             
 
 
*  Descriptions excerpted from J. Elias and S. Merriam (1980), Philosophical Foundation of Adult Education, 
Malabar, FL: Robert E. Krieger Publishing Company.  
Adult Learning Methods, 1990, 1991 with corrections by Michael W. Galbraith Krieger 














APPENDIX F: PHILOSHPY OF ADULT EDUCATION INVENTORY SCORES 
The following table reflects the collective scores of the participants; as can be seen, most 
classified themselves as Liberal and Behaviorist. Most of the U.S. faculty who teach in China are 
categorized as Behaviorist, which is aligned with the predominant mode of teaching in China.  
Participant Subject 
LIBERAL 
/Progressive BEHAVIORIST HUMANIST RADICAL 
John # 1 X X     
Sophia  # 2 X X     
Lucia  # 3 X X X   
Todd  # 4 X X     
Mitchell  # 5   X     
Oscar  # 6 X X X   
Mel  # 7 X X     
Bjoy  # 8 X X X X 
Maggie  # 9 X       
Vernon  #10 X X X X 
Jan  #11 X X X X 
Jerry  #12 X       
Kirst  #13         
Frank  #14  X X     
Coren  #15 X X   X 
Mark  #16 X X     
Scott  #17 X X   X 
Marie  #18 X X   X 
Pete  # 19 X X     
Betty  #20 X X     
Victor  #21 X X     
            
Total: 21 19 18 5 6 
% 100% 90% 86% 24% 29% 
      
      
      
      
      








Participant # 1 - John  
           The # 1 participant, John, is a 59-year-old Caucasian man with 13 years of teaching 
experience at the U.S. fashion college. He was born in North Dakota and currently lives in New 
Jersey. John went to China to teach 6 times, and his last teaching assignment in China was in 
2019. He has 35 years of extensive working experience. His first language is English, and he can 
also speak some Spanish. 
Regarding the Philosophies of Adult Education Inventory score, John scored 90 in 
Liberal, 86 in Behaviorist, 88 in Progressive, 66 in Humanistic, and 67 in Radical. The 
researcher applied the cut-off mark at 80 points, so John was considered to be a Liberal, 
Behaviorist, and Progressive educator. 
Participant # 2 – Sophia  
           The # 2 participant, Sophia, is a 45-year-old Chinese American woman with 14 years of 
teaching experience at the U.S. fashion college. She was born in Taiwan and currently lives in 
New York. Sophia went to China to teach 6 times, and her last teaching assignment in China was 
in 2018. She has 25 years of extensive working experience in the industry. Her first language is 
Chinese, and she can also speak fluent English.  
 Regarding the Philosophies of Adult Education Inventory score, Sophia scored 86 in 
Liberal, 81 in Behaviorist, 78 in Progressive, 72 in Humanistic, and 57 in Radical. The 
researcher applied the cut-off mark at 80 points, so Sophia was considered to be a Liberal and 




Participant # 3 – Lucia  
          The # 3 participant, Lucia, is a 74-year-old Caucasian woman with 40 years of teaching 
experience at the U.S. fashion college. She was born in Puerto Rico and currently lives in New 
York. Lucia went to China to teach 6 times, and her last teaching assignment in China was in 
2018.  She has more than 50 years of extensive working experience in the industry. Her first 
language is Spanish, and she can also speak fluent English.  
           Regarding the Philosophies of Adult Education Inventory score, Lucia scored 93 in 
Liberal, 94 in Behaviorist, 93 in Progressive, 81 in Humanistic, and 68 in Radical. The 
researcher applied the cut-off mark at 80 points, so Lucia was considered to be a Liberal, 
Behaviorist, Progressive, and slightly Humanistic educator.  
Participant # 4 – Todd  
           The # 4 participant, Todd, is a 56-year-old Japanese man with 9 years of teaching 
experience at the U.S. fashion college. He was born in Japan and currently lives in New York. 
Todd went to China to teach 8 times, and his last teaching assignment in China was in 2020. He 
has more than 35 years of extensive working experience in the industry. His first language is 
Japanese, and he can also speak fluent English and German. 
           Regarding the Philosophies of Adult Education Inventory score, Todd scored 84 in 
Liberal, 80 in Behaviorist, 72 in Progressive, 38 in Humanistic, and 65 in Radical. The 
researcher applied the cut-off mark at 80 points, so Todd was considered to be a Liberal and 
slightly Behaviorist educator. 
Participant # 5 – Mitchell  
          The # 5 participant, Mitchell, is a 62-year-old African American man with 24 years of 
teaching experience at the U.S. fashion college. He was born in New York and currently lives in 
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Connecticut. Mitchell went to China to teach 8 times, and the last teaching assignment in China 
was in 2020. He has more than 30 years of extensive working experience in the industry. His 
first language is English, and he can also speak some Italian and Spanish.  
          Regarding the Philosophies of Adult Education Inventory score, Mitchel scored 79 in 
Liberal, 84 in Behaviorist, 74 in Progressive, 62 in Humanistic, and 62 in Radical. The 
researcher applied the cut-off mark at 80 points, so Mitchell was considered to be a Behaviorist 
educator. 
Participant # 6 – Oscar  
          The # 6 participant, Oscar, is a 49-year-old Caucasian man with 3 years of teaching 
experience at the U.S. fashion college. He was born in Washington D.C. and currently lives in 
New York. Oscar went to China to teach 3 times, and his last teaching assignment in China was 
in 2020.  He has more than 20 years of extensive working experience in the industry. His first 
language is English, and he can also speak German, some Spanish, and French.  
           Regarding the Philosophies of Adult Education Inventory score, Oscar scored 88 in 
Liberal, 86 in Behaviorist, 90 in Progressive, 82 in Humanistic, and 65 in Radical. The 
researcher applied the cut-off mark at 80 points, so Oscar was considered to be a Liberal, 
Behaviorist, Progressive, and slightly Humanistic educator. 
Participant # 7 – Mel  
          The # 7 participant, Mel, is a 71-year-old Caucasian man with 25 years of teaching 
experience at the U.S. fashion college. He was born in Italy and currently lives in New York. 
Mel went to China to teach 8 times, and his last teaching assignment in China was in 2020.  He 
has more than 25 years of extensive working experience in the industry. His first language is 
Italian, and he also can speak fluent English and Spanish. 
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          Regarding the Philosophies of Adult Education Inventory score, Mel scored 73 in Liberal, 
80 in Behaviorist, 83 in Progressive, 66 in Humanistic, and 63 in Radical. The researcher applied 
the cut off-mark at 80 points, so Mel was considered to be a slightly Behaviorist and Progressive 
educator. 
Participant # 8 – Bjoy  
          The # 8 participant, Bjoy, is a 54-year-old Indian man with 20 years of teaching 
experience at the U.S. fashion college. He was born in India and currently lives in New York. 
Bjoy went to China to teach 2 times, and his last teaching assignment in China was in 2020. He 
has more than 12 years of extensive working experience in the industry. His first language is 
Hindi, and he can also speak fluent English and Bengali. 
         Regarding the Philosophies of Adult Education Inventory score, Bjoy scored 96 in Liberal, 
100 in Behaviorist, 112 in Progressive, 88 in Humanistic, and 85 in Radical. The researcher 
applied the cut-off mark at 80 points. Bjoy was considered to be a strong Liberal, strong 
Behaviorist, strong Progressive, slightly Humanistic, and slightly Radical educator. Perhaps 
Bjoy’s educational training context was different than the other participants, as Bjoy was one of 
the two participants who scored high in all 5 categories in the Philosophies of Adult Education 
inventory. 
Participant # 9 – Maggie  
          The # 9 participant, Maggie, is a 45-year-old African American woman with 13 years of 
teaching experience at the U.S. fashion college. She was born in New York and currently lives in 
New York. Maggie went to China to teach 5 times, and her last teaching assignment in China 
was in 2019.  She has more than 17 years of extensive working experience in the industry. Her 
first language is English, and she can also speak Spanish and some French.  
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          Regarding the Philosophies of Adult Education Inventory score, Maggie scored 81 in 
Liberal, 76 in Behaviorist, 74 in Progressive, 73 in Humanistic, and 64 in Radical. The 
researcher applied the cut-off mark at 80 points, so Maggie was considered to be a slightly 
Liberal educator. 
Participant # 10 – Vernon  
          The # 10 participant, Vernon, is a 65-year-old African American man with 33 years of 
teaching experience at the U.S. fashion college. He was born in New York and currently lives in 
New York. Vernon went to China to teach 4 times, and his last teaching assignment in China was 
in 2018.  He has more than 40 years of extensive working experience in the industry. His first 
language is English, and he can also speak French. 
           Regarding the Philosophies of Adult Education Inventory score, Vernon scored 65 in 
Liberal, 81 in Behaviorist, 86 in Progressive, 88 in Humanistic, and 82 in Radical. The 
researcher applied the cut-off mark at 80 points, so Vernon was considered to be a slightly 
Behaviorist, Progressive, Humanistic, and slightly Radical educator. 
Participant # 11 – Jan   
          The # 11 participant, Jan, is a 45-year-old Asian American woman with 6 years of 
teaching experience at the U.S. fashion college. She was born in Korea and currently lives in 
New Jersey. Jan went to China to teach 2 times, and her last teaching assignment in China was in 
2020.  She has more than 14 years of extensive working experience in the industry. Her first 
language is Korean, and she can also speak fluent English.  
           Regarding the Philosophies of Adult Education Inventory score, Jan scored 102 in Liberal, 
102 in Behaviorist, 103 in Progressive, 101 in Humanistic, and 97 in Radical. The researcher 
applied the cut-off mark at 80 points, Jan was considered to be a strong Liberal, strong 
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Behaviorist, strong Progressive, strong Humanistic, and strong Radical educator. Perhaps Jan’s 
educational training context was different than the other participants; Jane was another 
participant who scored high in all 5 different categories in Adult Education Philosophies 
Inventory. 
Participant # 12 – Jerry  
          The # 12 participant, Jerry, is a 65-year-old Caucasian man with 40 years of teaching 
experience at the U.S. fashion college. He was born in South Carolina and currently lives in New 
York. He went to China to teach 4 times, and his last teaching assignment in China was in 2018.  
He has more than 30 years of extensive working experience in the industry. His first language is 
English.  
          Regarding the Philosophies of Adult Education Inventory score, Jerry scored 79 in Liberal, 
74 in Behaviorist, 82 in Progressive, 75 in Humanistic, and 69 in Radical. The researcher applied 
the cut-off mark at 80 points, so Jerry was considered to be a slightly Progressive educator. 
Participant # 13 – Kirst   
           The # 13 participant, Kirst, is a 48-year-old Caucasian woman with 5 years of teaching 
experience at the U.S. fashion college. She was born in New Jersey and currently lives in New 
York. Kirst went to China to teach 4 times, and her last teaching assignment in China was in 
2020.  She has more than 25 years of extensive working experience in the industry. Her first 
language is English.  
          Regarding the Philosophies of Adult Education Inventory score, Kirst scored 62 in Liberal, 
74 in Behaviorist, 67 in Progressive, 62 in Humanistic, and 59 in Radical. The researcher applied 
the cut-off mark at 80 points, and Kirst did not score any 5 Adult Education Philosophies above 
80. Thus, Kirst neither agreed nor disagreed strongly with Liberal, Behaviorist, Progressive, 
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Humanistic, and Radical philosophies. Lastly, Kirst was the only participant who scored in this 
area.  
Participant # 14 – Frank  
         The # 14 participant, Frank, is a 37-year-old Caucasian man with 4.5 years of teaching 
experience at the U.S. fashion college. He was born in New Jersey and currently lives in New 
Jersey. Frank went to China to teach 6 times, and his last teaching assignment in China was in 
2020. He has more than 19 years of extensive working experience in the industry. His first 
language is English, and he can also speak Italian and Spanish. 
          Regarding the Philosophies of Adult Education Inventory score, Frank scored 85 in 
Liberal, 87 in Behaviorist, 94 in Progressive, 72 in Humanistic, and 74 in Radical. The 
researcher applied the cut-off mark at 80 points, so Frank was considered to be a Liberal, 
Behaviorist, and strong Progressive educator. 
Participant # 15 – Coran   
           The # 15 participant, Coran, is a 66-year-old Caucasian woman with 25 years of teaching 
experience at the U.S. fashion college. She was born in Delaware and currently lives in New 
York. Coran went to China to teach 10 times, and her last teaching assignment in China was in 
2020.  She has more than 45 years of extensive working experience in the industry. Her first 
language is English, and she can also speak French and Italian. 
          Regarding the Philosophies of Adult Education Inventory score, Coran scored 85 in 
Liberal, 91 in Behaviorist, 93 in Progressive, 72 in Humanistic, and 80 in Radical. The 
researcher applied the cut-off mark at 80 points, so Coran was considered to be a Liberal, strong 




Participant # 16 – Mark  
          The # 16 participant, Mark, is a 58-year-old Caucasian man with 15 years of teaching 
experience at the U.S. fashion college. He was born in France and currently lives in New Jersey. 
Mark went to China to teach 5 times, and his last teaching assignment in China was in 2018. He 
has more than 33 years of extensive working experience in the industry. His first language is 
French, and he can also speak fluent English.  
           Regarding the Philosophies of Adult Education Inventory score, Mark scored 86 in 
Liberal, 85 in Behaviorist, 92 in Progressive, 62 in Humanistic, and 69 in Radical. The 
researcher applied the cut-off mark at 80 points, so Mark was considered to be a Liberal, 
Behaviorist, and strong Progressive educator. 
Participant # 17 – Scott  
          The # 17 participant, Scott, is a 58-year-old African American man with 24 years of 
teaching experience at the U.S. fashion college. He was born in New York and currently lives in 
New York. Scott went to China to teach 4 times, and his last teaching assignment in China was 
in 2020.  He has more than 41 years of extensive working experience in the industry. His first 
language is English, and he can also speak some Italian. 
          Regarding the Philosophies of Adult Education Inventory score, Scott scored 86 in 
Liberal, 85 in Behaviorist, 92 in Progressive, 62 in Humanistic, and 69 in Radical. The 
researcher applied the cut-off mark at 80 points, so Scott was considered to be a Liberal, 
Behaviorist, and a strong Progressive educator. 
Participant # 18 – Marie   
          The # 18 participant, Marie, is a 64-year-old Caucasian woman with 11 years of teaching 
experience at the U.S. fashion college. She was born in Illinois and currently lives in New York. 
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Marie went to China to teach 4 times, and her last teaching assignment in China was in 2020.  
She has more than 46 years of extensive working experience in the industry. Her first language is 
English, and she can also speak French, Spanish, Arabic, Russian, and a West African dialect.  
          Regarding the Philosophies of Adult Education Inventory score, Marie B. scored 91 in 
Liberal, 95 in Behaviorist, 96 in Progressive, 72 in Humanistic, and 85 in Radical. The 
researcher applied the cut-off mark at 80 points, so Marie was considered to be a strong Liberal, 
strong Behaviorist, strong Progressive, and a Radical educator. 
Participant # 19 – Pete            
          The # 19 participant, Pete, is a 57-year-old Caucasian man with 12 years of teaching 
experience at the U.S. fashion college. He was born in New York and currently lives in New 
York. Pete went to China to teach 6 times, and his last teaching assignment in China was in 
2019. He has more than 38 years of extensive working experience in the industry. His first 
language is English. 
          Regarding the Philosophies of Adult Education Inventory score, Pete scored 80 in Liberal, 
88 in Behaviorist, 89 in Progressive, 68 in Humanistic, and 65 in Radical. The researcher applied 
the cut-off mark at 80 points, so Pete was considered to be a slightly Liberal, Behaviorist, and 
Progressive educator. 
Participant # 20 – Betty  
          The # 20 participant, Betty, is a 61-year-old Caucasian woman with 32 years of teaching 
experience at the U.S. fashion college. She was born in New York and currently lives in New 
York. Betty went to China to teach 3 times, and her last teaching assignment in China was in 
2020. She has more than 10 years of extensive working experience in the industry. Her first 
language is English. 
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          Regarding the Philosophies of Adult Education Inventory score, Betty scored 80 in 
Liberal, 82 in Behaviorist, 80 in Progressive, 52 in Humanistic, and 47 in Radical. The 
researcher applied the cut-off mark at 80 points, so Betty was considered to be a slightly Liberal, 
a slightly Behaviorist, and a slightly Progressive educator. 
Participant # 21 – Victor  
          The # 21 participant, Victor, is a 54-year-old Chinese American man with 17 years of 
teaching experience at the U.S. fashion college. He was born in New York and currently lives in 
New York. Victor went to China to teach 30 times, and his last teaching assignment in China 
was in 2020. He has more than 30 years of extensive working experience in the industry. His 
first language is English. 
           Regarding the Philosophies of Adult Education Inventory score, Victor scored 89 in 
Liberal, 89 in Behaviorist, 85 in Progressive, 55 in Humanistic, and 73 in Radical. The 
researcher applied the cut-off mark at 80 points, so Victor was considered to be a Liberal, 
Behaviorist, and Progressive educator. 
Participant # 22 – Jess   
          The # 22 participant, Jess, is a 70-year-old Caucasian man with 40 years of teaching 
experience at the U.S. fashion college. He was born in New York and currently lives in New 
York. Jess went to China to teach 6 times, and his last teaching assignment in China was in 2017.  
He has more than 40 years of extensive working experience in the industry. His first language is 
English, and he can also speak some Chinese. 
          Regarding the Philosophies of Adult Education Inventory score, Jess was the only 
participant who returned the unfinished questionnaire to the researcher. Here was Jess’ comment 
on the Philosophies of Adult Education Inventory:  
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I spent some time on this so-called inventory and then I looked at how many more of the   
                        questions I have to go. I’m sorry but I do not have an hour and a half to fill out these                
                         repetitive questions. I’m sending you what I’ve done. Please fill out the rest yourself.                
                         Speak to you tomorrow. 
 
Perhaps Jess was a retiree, a senior faculty member, or a high-level administrator, so  
 






APPENDIX H: THE U.S. PARTICIPANT DEMOGRAPHIC INVENTORY 
 
 
Male Participants  14 
Female Participants 8 
Total: 22 
	














John 59 Caucasian M NJ ND 13 6 2019 35 Some 
Spanish 
Sophia 45 Chinese F NY Taiwan 14 6 2018 25 Chinese 
Lucia 74 Caucasian F NY P. Rico 40 6 2018 50 Spanish 
Todd 56 Japanese M NY Japan 9 8 2020 35 Japanese & 
German 
Mitchell 62 African 
American 
M CT NY 24 8 2020 30 Some 
Italian & 
Spanish 




Mel 71 Caucasian M NY Italy 25 8 2020 25 Italian & 
Spanish 
Bjoy 54 Indian M NY India 20 2 2020 12 Indian & 
Bengali 
Maggie 45 African 
American 
F NY NY 13 5 2019 17 Spanish & 
Some 
French 
Vernon 65 African 
American 
M NY NY 33 4 2018 40 French 
Jan 45 Korean F NJ Korea 6 2 2020 14 Korean 
Jerry 65 Caucasian M NY SC 40 4 2018 30 N/A 
Kirst 48 Caucasian F NY NJ 5 4 2020 25 N/A 
Frank 37 Caucasian M NJ NJ 4.5 6 2020 19 Italian & 
Spanish 
Coren 66 Caucasian F NY DE 25 10 2020 45 French & 
Italian 
Mark 58 Caucasian M NJ France 15 5 2018 33 French 
Scott 58 African 
American 
M NY NY 24 4 2020 41 Some 
Italian 





Pete 57 Caucasian M NY NY 12 6 2020 38 N.A. 
Betty 61 Caucasian F NY NY 32 3 2020 10 N.A. 
Victor 54 Chinese M NY NY 17 30 2020 30 N.A. 













Average 57 19 6 30 
Median 58 16 5.5 30 
Minimum  37 3 2 10 







APPENDIX J:  ORIGINAL CONCEPTUAL FRAMEWORK 
  
1) Cultural Differences  
• Behavioral Differences     
• Cell Phone Usage of Students    
• Lack of Personal Space     
• Education Level and Motivation of Students in China   
• Language Barrier Present   
• Lack of Classroom Participation     
• Notions of Authority and Respect for the Teachers  
• Suprising Cultural Aspects of China      
• Differences in Learning Attiutudes Amongst Male and Female Students  
• Diversity Amongst the Student Body    
 
2) Obstacles the U.S. Faculty Faces 
• Communication Challenges     
• Avoidance of Possible Taboo Topics    
• Students as Passive Learners  
• Differences in Facilities and Availablity of Resources   
• Conflict with Local Teachers    
 
3) Resolving Obstacles  
• Altered Teaching Styles Due to Language Barrier    
• Importance of Self Reflection     
• Ways of Engaging and Motivating Students   
• Interacted More with Local Teachers     
• Learned Chinese Phrases     
• Earned Trust from Chinese Students    
• Used More Visuals     
• Received Feedback from Chinese Students  









































John 	 X   X X  	 X X   
Sophia  X X X   X X     
Lucia  X   X   X X X   
Todd  X X X X X X X X 
Mitchell  X X X X X X     
Oscar  X X X   X       
Mel  X X   X X X X   
Bjoy X X   X X     X 
Maggie  X X X     X     
Vernon  X X X X     X   
Jan  X X   X X X X   
Jerry  X X X X X X     
Kirst  X X X X X X     
Frank  X X X X  X     
Coren  X X X X X	       
Mark  X X X X X X     
Scott  X   X           
Marie  X X   X X   X   
Pete  X X X X         
Betty  X X X X X X     
Victor X   X X X     X 
Jess  X     X X   X   
Total 
Count: 22 17 17 17 16 13 8 3 












APPENDIX L:  FREQUENCY CHART – FINDING # 2 
 
RQ 2: What cultural-based obstacles do participants describe they face while 
teaching in China? 
N = 22       






















John  X X        
Sophia  X X X      
Lucia  X X X X    
Todd  X X X   X  
Mitchell  X X        
Oscar  X     X    
Mel      X X X  
Bjoy    X X      
Maggie  X X X X    
Vernon  X X        
Jan    X        
Jerry  X   X X X  
Kirst  X X X   X  
Frank  X   X X X  
Coren  X   X   X  
Mark  X X X X X  
Scott  X     X X  
Marie    X X X    
Pete X X   X X  
Betty  X X X X    
Victor  X X X X    
Jess   X        
Total 
Count: 17 16 14 12 9  





APPENDIX M: FREQUENCY CHART – FINDING # 3 




































John 	 X X   	    
Sophia  X      X X 
Lucia  X  X  X   X 
Todd  X X X X X    
Mitchell  X  X X     
Oscar  X X X X X  X  
Mel  X  X  X X X  
Bjoy X X X X     
Maggie  X X     X  
Vernon  X X   X X   
Jan  X X X X  X   
Jerry    X     X 
Kirst  X X X X     
Frank  X X X  X  X  
Coren  X X  X 	 X   
Mark  X X    X  X 
Scott  X X X  X X X  
Marie  X X X X X    
Pete  X X X X X    
Betty  X X  X  X X  
Victor X X X X X X  X 
Jess  X X X      
Total 
Count: 22 17 17 17 16 13 8 3 











APPENDIX N: EVIDENCE TABLE – BEHAVIORAL DIFFERENCES 
Below is a sample of evidence tables that the researcher prepared, which illustrate the differences 
in perspective among the two types of participants with respect to the cultural differences they 
encountered when teaching in China. In all, 39 evidence charts covering various aspects of 
Chinese cultural differences were prepared. 
Category Name Comments 
Maintainers Jess  Jess highlights the notion of conformity in 
Chinese culture, which can account for their 
lack of participation - The Chinese culture 
seems to be conformity. Bringing in personal 
thoughts and opinions, all of those to me are 
very vital in the educational process. And I 
don’t think it is really done in the Chinese 
educational process. 
Jerry  Jerry says some students were taking a nap in 
the classroom, and it was acceptable to the 
China Yifang University’s administrators - But 
I did have problems with kids coming in and 
putting their heads down and taking a nap, and I 
had an assistant in the classroom. 
Enthusiasts Krist  Kirst observes that the Chinese students were 
either right or wrong, and there was not any 
grey area in their answers – I find that's a 
big cultural difference. The participation and 
the type of answers or participation that you 
get. All Chinese students are black and white, 
but they're like this. 
Victor  Victor explains that the Chinese students 
listened but did not ask questions - They are 
taught more to listen, than to challenge or to ask 
questions. 
Betty  Betty remarks that the Chinese students 
preferred group projects - I know they like to 
work in groups, like as teams and I feel like in 
the U.S., everybody wants to be more creative 
than the student next to them. 
Jan  Jan mentions that students did not sit in the 
front row, - Students didn't want to sit in the 
front rows, all the front row seats were empty. 
Coren  Coren also states that the Chinese students 
were quiet in the classroom - They are 
expected to be quiet, and they never talk much 









Li Li notices the teaching styles may influence 
the class participation - The tighter the 
teachers, the more willing they are to speak 
about their own knowledge and to teach and 
give speeches to students. While the teachers 
that are more willing to discuss with students, 
they like students to participate. 
Ping Ping points out that the Chinese students are 
different than the students in the US and 
Europe - For students in the US and Europe, 
they are more open, and they are good at 
communicating. They also like interacting 
with the instructors in class. For the Chinese 
students, they are more shy and quieter. They 
are more used to listening than to questioning. 
This has been the situation for so long.  
Na Na mentions that the performance of the 
Chinese and foreign students is different - For 
example, Chinese students are not as open 
and active as foreign students.  
Lucy Lucy believes there is a big difference in the 
characteristic of personality - The Westerner 
is more active and the Chinese people are 
relatively intervals. For example, the 
professor likes to introduce themselves, such 
as how many years of experience in the 
fashion industry. Chinese people are shy to 
express themselves, especially in English 
because English is not their mother language. 
	
